Classical and modern foreign languages in American secondary schools and colleges--an historical analysis by Aronson, Jack Lewis
Boston University
OpenBU http://open.bu.edu
Theses & Dissertations Dissertations and Theses (1964-2011)
1974
Classical and modern foreign
languages in American secondary







School of Education 
CLP.SS!CAL AND MODERNhOREIGN LANGUAGES IN AHERICAn SECONDARY 
SCHOOLS AND COLLEGES/-AN HISTORICAL ANALYSIS 
by 
Jack L. Aronson y 
A. • B. ' Boston University, 1951 
A. r-r. , Boston University~ 1952 
B.J .ed., Hebre·J'T College of Brookline, 1956 
M.A.T., Harvard University, 1956 
Submitted in partial fulfillment of the 
requirements for the degree of 
Doctor of Education 
1974 
@) 1975 









Paul B. Warren -





Assistance for this study was made possible by a 
number of institutions. r~ugar library of Boston University 
provided space and essential materials as did Salem State 
College and Harvard College libraries. Northern Essex 
Community Colle~e approved the Sabbatical which made full 
time study a reality. To the numberless individuals who 
contributed their encouragement and aid I am grateful. 
However, the project involved more then the research. 
To my First Reader, Paul Warren, I am profoundly in debt 
for continued guidance, perspective, and a sense of humor; 
to Stephan Ellenwood for countless favors and advice; to Phyllis 
Henry for keenly interested involvement. 
iii 
ABSTRACT 
CLASSICAL AND MODERN FOREIGN LANGUAGES IN AMERICAN SECON-
DARY SCHOOLS AND COLLEGES-AN HISTORICAL 
ANALYSIS 
(Order no. ) 
Jack Lewis Aronson~ Ed. D. 
Boston University School of Education 
Major Professor: Paul B. Warren 
Associate Professor 
of Education. 
This study traces the decline of classical languages 
in secondary and higher education. It investigates the 
factors that contributed to the rise and fall of modern 
foreign languages in the curriculum of American schools. 
Particular attention is focused upon two time periods, 1870-
1915, and circa 1960-1972. 
Specifically, the study examines the rationale ad-
vanced for the inclusion of modern foreign languages into 
the regular program of studies; the impact of economic, 
professional, and social forces upon the decline of the 
classical languages; the confrontation ar.d conflict between 
the modern foreign languages and the classical languages; 
and the parallels between the situation faced by the classi-
cal languages during the period 1870-1915, and the one con-
iv 
fronting the modern languages today. 
Characteristics of American education during the , 
colonial period are traced, and the impact of classical 
education in the colonies is delineated. Methods, texts, 
teacher preparation and community influence are discussed. 
In addition, language curricula from the end of the co-
lonial era to 1870 and factors contributing to assaults 
upon the classical languages are outlined. 
The confrontation between the proponents of the clas-
sics and the 1.1odern foreign languages is treated in great-
er detail, and the appearance of modern foreign languages 
during 1870-1895 is traced. 
The crisis confronting classical education during 
the 1895-1905 period is studied in depth; the decline of 
Latin and the essential demise of Greek and innovations 
in classical education are considered. Factors impeding 
and contributing to the rise of modern foreign languages 
are analyzed. General socio-cultural influence affecting 
the status of classical education are examined. 
Finally, the similarity between the situation con-
fronting classical languages or an earlier period and 
that faced by modern languages today are discussed with 
v 
particular attention directed to the parallels between 
the two periods and implications for the future place or 
languages in the curriculum. 
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Chapter I 
Backgrounds and Par.a1lela 
Classical languages held an esteemed position in 
the curriculum of American schools for two hundred and 
fifty years. Transported to American shores from England, 
together with other traditions in the seventeenth century~ 
they found fertile soil and dominated the program of 
studies until the demise of Greek toward the end of the 
nineteenth century and the virtual disappearance of Latin 
shortly thereafter. The classical languages were central 
to all learning due to specific social, economic, and 
intellectual factors that made them relevant for their 
time. With the evolution of new social and economic 
and educational needs of the developing nation during the 
nineteenth century they virtually disappeared from the 
curriculum Greek by 1915 Latin a decade later. 
Modern foreign languages were used as the lever to 
pry loose the classics from the school programs. Mo-
dern foreign languages emerged as a viable educational 
entity during the course of the nineteenth century in the 
United States in response to new social, economic, and 
intellectual pressures. They remained a vital entry in the 
l 
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curriculm until the latter part or the 1960's. In fact, 
u ••• the foreign language entrance requirement declined 
for entering college students from the high of nearly 
90% in 1915 to a level that even today is only slightly 
above 25%. "1 
Both modern foreign languages and classical languages 
succumbed as the vicissitudes or time worked their unkind-
nesses upon them. 
The pressures that affected t~e place of classical 
and modern foreign languages in the curriculum appear to 
be largely similar. This study analyzes the factors that 
contributed to the rise and fall of both the classics 
and the modern foreign languages in the school curricu-
lum. In addition, this study examines the conflict 
between the proponents of the classics and modern 
foreign languages within the larger social and historical 
context. Attention also is directed to the impli-
cations of this phenomenon for contemporary language edu-
cators. The study intends to be more than a mere litany 
of names, subjects, and enrollment statistics; such in-
formation, however, is valuable and will be utilized 
where appropriate. 
1James E. Alatis, et al., "A National Foreign Language 
Program for the 1970's," ADFL Bulletin, Vol. 6. 
(New York: Association of Departments of Foreign 
Languages, September, 197~), p. 1. 
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Accordingly, the history or classical languages 
and modern foreign languages in American education are 
examined, and related to the societal and school 
influences which occured during the colonial, pre-Civil 
War, post-Civil War, pre-World War I, pre- and post-World 
War II eras through the early 1970's. 
Overview 
In colonial America Latin and Greek dominated the 
course of study £or those who planned to assume roles 
of leadership either in the church or in the government. 
The grammar schools of England proved a viable model for 
realizing these needs in New England of the seventeenth 
century. Shortly thereafter it became necessary to found 
colleges for more advanced training; these institutions 
were also patterned after their forebears. The education-
al institution was, therefore, permeated with the classical 
atmosphere prevalent at England's most prestigious schools. 
Classical language education was beset by many 
problems. Nonetheless, without proper replacement classical 
education persisted and even gained in strength during the 
colonial and post-colonial eras as the number of Latin 
grammar schools increased in the colonies; naturally, 
colleges also increased in number to accomodate a 
growing populace. 
On the other hand, the study of modern foreign 
languages developed sporadically during the colonial and 
immediate post-colonial periods. They were suspect both 
from the practical, utilitarian and intellectual, scholarly 
perspectives. It appears that French was a fairly common 
entry in evident appreciation of the support of France. 
for the cause of the colonists. 
Slowly, after the Revolutionary War, a few of the 
more prestigious colleges: Harvard, Columbia, William 
and Mary, and Bowdoin, began to include modern foreign 
languages as either full-credit courses or as extra-
curricular partial credit courses. 
By the year 1870 Harvard College permitted French 
to be presented for entrance into the full classical 
course. In an effort to gain a modicum of parity with the 
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classical languages, teachers or the modern foreign 
languages imitated both classical methodology and 
scholarship. Modern foreign language offerings rapidly 
gained the reputation or being easier to learn than the 
heavily inflected classical tongues. This factor also 
contributed to increasing enrollments and support 
as will be documented later. 
As modern foreign languages approached a co-equal 
status with classical languages at many prestigious insti-
tutions of higher learning colleges of lesser reputation 
also began to include the study of the modern foreign· · 
languages as alternatives to the regular subject matter. 
In the late 1800's increasing pressure began to mount to 
support the modern foreign languages as prominent people 
from all walks of life addressed themselves to what they 
perceived to be wasted efforts invested in teaching 
and learning the classical languages in contrast to the 
utilitarian nature or the modern foreign languages. The 
major thrust of the argument was that the classical 
languages failed to equip the college graduate to cope 
with life outside the cloisters. During the final quarter 
of the nineteenth century attacks upon the classical 
6 
languages as being unrealistic and non-utilitarian 
increased markedly. 
Supporters of the modern foreign languages sought 
to emphasize the impracticality of the classical languages 
and the immediate utility of their own field. It was 
pointed out that a great and worthwhile body of foreign 
literature.in every scholarly field was developing and 
was worthy of attention. It was also suggested that 
time be devoted to exploring innovative strategies 
for the teaching of the modern foreign languages in order 
that they might pe less bound to the classical mold. 
By the end of the nineteenth century many practical 
subjects had become firmly ensconsed in the curriculum. 
The modern foreign languages were among them. 
Teacher training programs and methodology, however, 
changed little. The practitioners of the modern foreign 
languages continued to emulate the grammar-memorization-
recitation techniques of the classical studies. Working 
in favor of the modern foreign languages, however, was 
thier reputation as being easier to learn. Whether 
7 
the reputation was valid is unimportant. The fact remains, 
nevertheless, that enrollments in the classical languages 
had eroded during the period 1820 to 1900 while those in 
the modern foreign language study increased. First among 
the classical languages to fall victim was Greek. Necessary 
principally for the study of religion and preparation for 
a clerical life, its demise came early as fewer young men 
pursued such a career. 
In order to accommodate a growing roster of new sub-
ject matter a system of options was built into the program 
of studies at many institutions. Harvard and Columbia 
Universities were among the first to incorporate elect-
ives into their curriculum in the latter quarter of the 
nineteenth century. The increasing acceptance of electives 
also had a depressing effect upon classical language 
enrollments. Presented with alternatives, students tended 
to shy away from those courses that presented them with 
the greatest difficulty, or which seemed least relevant to 
changing societal pressures. Latin and Greek studies were 
not consonant with the emerging trends. 
Directly or indirectly the assaults against the clas-
sical languages mounted as the socio-economic environment 
8 
changed. Urbanization and mechanization provided new 
career options. The study of the classical languages was 
no longer necessary. With increasing frequency public 
funds were allocated to vocational and business training 
programs. The emphasis was placed upon learning and 
studying for the purpose of earning a better living. 
By 1910 Greek had ceased to be a significant factor 
at most institutions. Latin, once the invincible master 
of the educational arena, had declined to the status of 
elective. As the number of students pursuing the study 
or the classical languages dropped the tax payers began to 
criticize the rising per pupil cost. It was felt that 
inordinate sums of money were required to support what was 
perceived to be an elitist curriculum. The tax-paying 
public became unwilling to continue its uncomplaining 
support of any program of studies whose cost was dispro-
propotionate to its perceived pragmatic value. The classical 
programs suffered as educators were admonished to streamline 
their institutions in order to operate in a more economical 
manner. 
Classicists attempted to stem the tide of criticism 
9 
but had little success. They pointed to the intrinsic 
disciplinary value which was traditional in the classics; 
they argued that every modern Eur9pean language had its 
roots, principles, and explanations deeply embedded in 
both Greek and Latin; they observed that English itself 
possessed a vocabulary that was enormously indebted to 
Greek and Latin. They insisted that the modern foreign 
languages were unable to fulfill either the linguistic 
or the mental training needs required by the students. 
All or this was to no avail. The practical arguments of 
~ age of utility prevailed. It was pointed out by the 
opponents of the classical tongues that Latin itself had 
remained impregnable only while it played an indispensable 
role in the lives of individuals and nations. Modern 
foreign languages now met such a utilitarian need. By 
the beginning of the twentieth century, modern foreign 
languages were also gaining scholarly acceptance, a much 
sought after desideratum. 
Between the beginning or the present century and 
the outbreak of World War I the classicists came to the 
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realization that Greek was indeed no longer to be a force 
in the curriculum. With an eye to improving its position 
they turned their attention to the preservation of Latin. 
In so doing, many attempted to adapt the rationales and 
strategies advanced for the modern foreign languages. 
They strove to introduce alternative strategies for the 
teaching of Latin. Conversational Latin through the di-
rect method was utilized. The study of the ancient classics 
in English translation was suggested. The correlation 
of the classics with other subject matter was initiated. 
All had limited success. The tide had turned decisively 
against the classical languages. Within a very few years 
Latin too would appear only sporadically among 
the curriculum offerings from a twentieth century high 
of 50.6% of students enrolled in 1900 to approximately 
37.3% in 1915, 22% in 1928, 7.8% in 1948, 2.9% in 1968. 2 
At the same time the position of the modern foreign 
languages in the program or studies had become firm. 
Justified or not, the proponents of the modern foreign 
languages addressed themselves to issues of content and 
organization. The nature of textbooks in use and how they 
might be improved, the value of the study of idioms, the 
2William R. Parker, The National Interest and Foreign 
Languages (New YorK: Onitea ~tates National Commission 
for the united Nations Educational Scientific and 
Cultural Organization, 1957), pp. 52-53. 
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use of the vocabulary at the end of the textual material, 
the teaching of grammar were all discussed, Little effort 
had any longer to be expended in defending the right of 
the roreign languages in the curriculum. 
Energy was directed toward evolving a methodology 
for the teaching of the modern foreign languages. Many 
felt that a purely oral approach, although of immediate 
practical value, would not produce lasting results since so 
few had the opportunity to travel abroad, while even fewer 
worked at positions that necessitated a speaking knowledge 
of a modern foreign language. In addition, it was nearly 
impossible to inculcate any cultural influence given the 
paucity or time devoted to the teaching or the foreign lan-
guages. Throughout the decade of 1905 to 1915 the 
"oralists" and the "traditionalists" in the modern foreign 
language teaching profession continued to inveigh against 
one another; neither side had notable influence over the 
other. Such was the situation until the outbreak of World 
War I. 
From World War I until the 1930's the proponents 
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of the modern foreign languages subjected the profession 
to exhaustive self-examination in order that ~heir gains 
might be consolidated. As was the case with the classi-
cal languages in the time allotted in the program of 
studies, it seemed difficult, if not impossible, to teach 
a foreign language for anything other than a practical 
purpose. That the modern foreign languages were an 
integral part of the curriculum was by now axiomatic. 
That struggle had been fought and won. The matter or how 
best to instruct for maximum benefit was the on-going 
concern. It was a problem to be solved if the modernists 
were to avoid the fate suffered by the classicists. 
Studies seemed to indicate that grammar-translation 
reading interspersed, with some active conversation when 
time permitted ought to be adopted. It was not exci-
ting. It did not provide oral competence. But it did 
appear to erect a cultural base. It did appear to aid 
in strengthening a passive foreign language vocabulary 
which could be dredged up for oral use if necessary. It 
did appear to aid in the building of an English vocabulary. 
13 
With the advent of the 1930's modern foreign languages 
were in the doldrums. Undoubtedly the depression was 
a factor but the complaint was now being voiced that 
foreign languages were hard to learn and were unnecessary 
in most ~ields of study. 
In the 1940's, a cataclysmic event brought the foreign 
languages to high priority. With the outbreak of World 
War II the United States required accomplished linguists 
to fill all manner of communications positions. Many 
translators came ready-made from the population. The 
number, however, was insufficient. A language school was 
developed at Monterey and pioneered effective oral tech-
niques directed toward developing the ability to speak a 
foreign language fluently with considerable success. It 
must be noted, however, that motivation and need were high 
and that time was no obstacle. 
Following World War II the United States became 
an international political force~ The nation's position 
in the international arena demanded a corps of skilled 
linguists. Money was appropriated by the Congress to fin-
ance research and pilot programs in private institutions. 
Research to determine the best methods of teaching languages 
were funded. The oral approach supported by all manner 
of electronic gadgetry won the day. Languages were now 
taught at the elementary school level and were continued 
long1tidinally through the high school level and ~eyond. 
But the method alone obviously was not the answer. 
Not everyone was able to learn a language, at least not 
within the same time parameters. Grammar still had to be 
wrestled with at some point. Retention of vocabulary still 
presented a problem to some students. The issues of time and 
relevance intruded into the discussions of the factors 
depressing the value of the modern foreign languages as they 
had against the classical languages. Student enrollments 
began to erode in the modern foreign languages especially 
during the late 1960's and early 1970's as the elective 
system became more widespread and encompassed nearly every 
course and program. 3 As the per pupil cost rose for foreign 
language instruction grew, more and more schools at all 
levels were forced to retrench. Elementary schools began 
to drop the teaching of the modern foreign languages altogether. 
3"1972 College Foreign Language Enrollment Survey,".ADFL 
Bulletin, Vol. 4. (New York: Association of Departments 
of Foreign Languages, r.tarch, 1973), p. 4. "The figures for 
838 four-year institutions declined ••• a decrease of 10.6% 
between 1970 and 1972 alone." 
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And colleges either dropped the modern foreign language 
requirement or dropped the modern foreign languages. 
As classical language proponents had done in the 
early part of the twentieth century, modern foreign language 
proponents attempted to introduce language-saving programs, 
e.g., programmed materials, individualized instruction, 
language learning through the social process, with no mea-
surable success. By the late 1960's modern foreign lan-
guages, in many respects, had fallen victim to the same 
pressures that had contributed to the virtual demise of 
the study of classical languages. 
The current study seeks to examine the earlier fall 
of the classical languages and the factors that led to the 
deterioration of the modern foreign languages as a curri-
culum entry. It is felt that an in-depth study might pro-
vide the answers to many of today's foreign language edu-
cation problems. Further, since whatever transpires in 
a nation's education systems is a product of the pre-
vailing views at a given moment in time it was deemed best 
to explore the context of the social, economic, and edu-
cational developments that contributed to the acceptance, 
maintenance, and eventual rejection of both the classical 
and modern foreign languages. 
To realize the ends described above, this study is 
divided according to the headings or chapters two through 
six. In the course of the investigation many histories 
of education were consulted in order to gain appropriate 
perspectives. Among the most useful were: Origin and 
Development of the High School in New England before 1865 
by Grizzell, The Founding of Harvard Collese by Morison, 
A History of Higher Education in America by Thwing, A 
Histoty of Education in American Culture by Butts and 
Cremin, and A Historical and Critical Discussion of Col-
lege Admission Requirements by Broome. 
or equal value for the examination or the condi-
tions and discussions of the moment were: The Journal of 
Addresses and Proceedings of the National Education Asso-
ciation, The Classical Journal. The Classical Bulletin 
of New England, Transcriptions and Proceedings of the Mo-
17 
dern Language Association of America, Educational Review, 
and Education among others. Here it must be stated that 
any primary sources were excerpted almost exclusively from 
reliable seconday sources. 
The number of books, journals, periodicals, and 
other references reviewed was great. The investigator's 
judgement had to be relied upon in determining what was 
significant and what was trivial. Normally, certain names 
and themes recurred again and again; these comments and 
opinions provided direction. 
The personality and the biases or the researcher 
undoubtedly were limiting, subjective factors despite con-
scious effort to avoid them. However, it was the feeling 
or this researcher that classical and modern language 
education might be best studied by an intererested observer 
rather than a disinterested outsider. 
Chapter II 
Backgrounds of American Education: 
The Classical Tradition and American Education 
The impact of the schools in seventeenth century 
America was necessarily shaped by political, religious, 
and economic factors. Nonetheless; the seeds for the fu-
ture were planted. Insight into the foundations of school-
ing during the colonial period and the immediate post-co-
lonial era provides clues for understanding what was to 
take place later when the prevailing orthodoxy found itself 
beset and infringed upon by the unfolding sense of nation-
alism. A native education began to adapt itself or its class-
ical and colonial mores. 
Early America 
The first permanent arrivals to these shores were 
able to escape their geographical environs more easily 
than their intellectual traditions and milieu. As a re-
sult, they continued to imitate the humanistic approach 
toward schooling which was especially typified by an abi-
18 
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ding respect for classical languages, literature, and 
philosphy. Latin grammar schools and Rennaissaince style 
colleges were the keepers of this heritage. The Latin 
grammar schools of England were a tradition readily imported 
and transplanted to a new continent. 4 
Colleges were established concurrently with the round-
ing of the grammar schools in colonial America. Frequent-
ly, the two institutions were so intimately related as to 
appear a single institution--the one being physically as 
well as philos9phically close to the other. The early 
colonists realized that their future depended upon an edu-
cated laity and clergy. The transplanted college scarce-
ly strayed from the standards and traditions of England. 
The first of the colleges was Harvard. To know what the 
model for Harvard was, to understand the ideals of her 
founders and the purposes of the first board of govern-
ors, one need seek no further than the University of Cam-
5 bridge in England. 
4nuncan E. Grizzell, Or1a1n and Development of the High 
School in New England before 1865 (New York, New York: 
The MacMillan Company, l923), p. 2. 
5samuel E. Morison, The.Founding of Harvard College (Cam-
bridge, Mass.: Harvard University Press, 1935), p. 3. 
20 
Harvard was the first or the colonial colleges. As 
such its influence upon others was considerable. It be-
came the model upon which the others were formed. 
A close examination or the course offerings demon-
strates how closely Harvard's curriculum correlated with 
that of her English counterpart. Approximately one-third 
of the ?fferings carried the rubric of philosophy as did 
the offerings of Cambridge. Subjects under this rubric 
included physics, logic, ethics, and politics. Greek 
appears to have ranked next in importance; rhetoric and 
writing occupied a lower priority. Next came Hebrew, Chal-
dee and Syriac; the2e last three represented about one-sixth 
of the total course offerings. Of minimal importance in 
course work were mathematics and Latin. However, there was 
reason to believe that the study of Latin was not totally 
absent for the entire learning environment was saturated with 
Latin: "If it was not read; it was spoken. If it was not 
read in formal ways, it was read in informal ways. It 
appeared to constitute a condition for pursuing other stud1es."6 
6charles F. Thwing, A History of Higher Education in America 
(New York, New York: D. Appleton Company, 1906), pp. 26-27. 
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In 1642, Harvard insisted that its first year students 
comprehend and have the ability to sight read an author of 
the caliber of Cicero. In addition, Latin had to be spoken 
in prose as well as in poetry. The entering students had 
also to know the declension of Greek nouns as well as the con~ 
jugations of Greek verbs. 7 Given these requisites it is seen 
that despite the comparatively meager amount of time spent 
on formal Latin studies at the college level it was intended, 
in fact, to permeate the scholarly life. 
As Harvard College influenced scholastic requi,rements 
for New England so too did Princeton exert equal influence 
upon the curriculum of the secondary schools in the middle 
colonies. In substance, candidates for admission into the 
lowest or freshman class had to be capable of composing 
grammatical Latin, translating Virgil, Cicero's Orations, 
and the four Evangelists in Greek. They also had to understand 
the principles of common arithrnetic. 8 
For the College of William and Mary the earliest re-
ference to admissions requirements appeared in 1727. Focusing 
7R. Freeman Butts, Lawrence A. Cremin, A History of Education 
in American Culture (New York, New York: Henry Holt and Co., 
l953), P. 
8 E. E. Brown, ed., SecondarY Education (Washington, D. C., 
U.S~ Department of Educaticn, 1900), P. 145. 
--------------------------- -- -
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upon scholarship students the catalogue prescribed that "it 
be discovered whether such students had made the necessary 
progress in Latin and Greek."9 
A perusal of the statutes and rules of grammar schools 
associated with the colleges revealed a curriculum guide 
akin to that of Boston Latin School. It may be conjectured, 
therefore, that there was little change from the traditional 
course of the grammar schools or Old England throughout the 
colonial era; the grammar schools were subservient to the 
colleges and the colleges were patterned after Cambridge 
University. 
The New England colonies shared more common traditions 
than did the middle colonies. The greater cultural diversity 
in the middle colonies generally created less favorable con-
ditions for widespread public support for education. In the 
South support for public education both at the secondary 
and the collegiate level was significantly lower than in New 
England and The Middle States. This was due mainly to the 
prevailing plantation system which severely limited the 
9E. E. Brown, The Making of Our Middle Schools (New York, 
New York: Longmans, Green and Company, 1905) p. 130 
23 
sense of community or geographic proximity necessary for 
public support and student access. The need for secondary 
and higher education was generally recognized but it was 
also felt that such education ought to be provided through 
10 private endeavors rather than through public action. 
Collegiate education remained static throughout the 
colonial era. Little change in requirements, curriculum, 
methodology and text material was apparent between 1636 and 
that of Emmanuel College of Cambridge exerted its influence 
upon all of higher education throughout America's formative, 
colonial period. 
A perusal of the requirements at Princeton, granted its 
charter in 1746, reveals great similarity to what was re-
quisite at Harvard of that day and a hundred years earlier. 11 
The College of William and Mary, chartered in 1693, 
provided instruction in religion, mathematics, philosophy, 
languages, history, Latin, Greek, and Hebrew. Given the 
10William A. Smith, Secondary Education in the United States 
(New York, New York: The MacMillan Company, 1932), p. 6. 
11 Morison, op. cit., p. 333. 
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paucity or documentation of the era nothing official can be 
found regarding the actual teaching of all the subjects 
particularly in the area or languages. Nonetheless, the 
traditional course or studies undoubtedly prevailed. 
Yale, The Philadelphia Academy (later the University 
or Pennsylvania) and colleges or lesser renown were equally 
reflective of the classical inheritance from Europe. There 
can be little doubt that they too imitated the course work 
pursued at Harvard. In fact, their graduates undertook si-
milar studies for similar ends--service in the church and 
in the political arena--along the most classical lines. 
Secondary School Methods, Texts, and Curriculum 
Teaching, as constituted in colonial America, was by 
rote, drill, and memory. The text was the curriculum 
and the curriculum was the text. As Harvard College was the 
model for post secondary education, Boston Latin School, 
founded in 1635, was the model for collegiate preparatory 
education. Between 1635 and 1645 at least four other 
preparatory or seconday schools came into existence. Each 
had as its goal the preparation of students for Harvard 
College. The establishment of each school would not have 
been possible without the positive vote by the community 
in which the school was located; it was then supported by 
such taxes as the town was able to raise. The establishment 
of these schools ought not to be confused with the term 
public education, as currently conceived. Schooling, 
especially in the Latin grammar schools, was imitative or the 
style prevalent in England. The Latin grammar schools were 
for the scions of the well-to-do classes. It is well, there-
fore, to consider and examine the textual material that was 
utilized by America's first seconadry school in order to 
understand colona11 seconadry education. 
The first text used by the beginners was the famous 
Accidence authored by schoolmaster, Ezekiel Cheever. Once 
they had completed this book the students then went on to 
Lilly's Grammar. Grammer, in turn, was followed by Aesop's 
Fables, Eutropius, and the Colloquies of Corderius. The 
older, more advanced students usually went on to study 
Caesar's Gallic Wars, Virgil's Aeneid, Ciceo's De Officiis 
12 
and the Orations, Ovid's Metamorposis, and Cato. 
12 Clifton Johnson, Old-Time Schools and School-Books {New 
York, New York: Dover Publications, Inc., 1963), p. 18. 
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Although the length o~ the course of studies varied 
according to the purpose of a particular school, the inter-
ests or the parents involved, the background of the indivi-
dual schoolmaster, the desires of the governing and voting 
population, the goals~ purposes and general curriculum 
outline differed little ~rom school to school--particularly 
for those students whose ultimate goal was college admission. 
An examination of Boston Latin School's course of 
studies one hundred years after the publication o~ its first 
outline of courses discloses little change in materials 
utilized.l3 Vergil'a Georgics and composition now complemented 
the previous list of texts. Also, classical texts in trans-
lation were permitted and Clarke's Introduction to the 
Writing or Latin entered the curriculum. These readings 
were added to Horace and Latin verse composition with the 
14 
assistance o~ the Gradus ad Parnassum. 
The first complete curriculum guide to be adopted as 
a formal syllabus of study appeared in 1789. It was intended 
to be completed within tour years and clearly reflected the 
"Classical Way:" 
First Class-Cheever's Accidence, Corderius' Colloquies, 
13colyer Meriwether, 
(Washington, D. C.: 
pp. 16-17. 
14Ibid. 
Our Colonial Curriculum 1607-1776 
Capital Publishing Company, 1907,, 
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Latin and English Nomenclator, Aesop's 
Fables, in Latin as well as English, 
Ward's Latin Grammar or Eutropius. 
Second Class-Clarke's Introduction, Latin and Eng-
lish, Ward's Latin Grammar, Eutropius 
continued, Sefectae e Veteri Testamento 
Historiae, or Castillo's Dialogues, 
The Making of Latin from Garretson's 
Exercis~. 
Third Class-Caesar's Commentaries, Tully's Epistles 
or Offices, Ovid's Metamorphoses, Virgil, 
Greek grammar, The Making of Latin from 
King's History of the Heathen Gods.-
Fourth Class-Virgil continued, Tully's Orations, 
Greek Testament, Horace, Homer, Gradus 
ad Parnassum, The Making of Latin con-
tinued.l5 
Teachers and Standards 
The task confronting the classroom instructor or the 
colonial period was not an enviable one. On the one hand 
excellence was sought and demanded; on the other hand, teacher 
training was generally unavailable. The position of the teach-
er in colonial America ranked in importance next to that of 
the local minister·, only in the larger cities and towns. 
Indeed, it was not unusual that the position or schoolmaster 
and minister were held by one person. Frequently, however, 
the budding minister-educator round it necessary to abandon 
l5E. E. Brown, The Making or Our Middle Schools (New York, 
New York: Longmans, Green and Company, 1905), p. 15. 
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the teaching profession because the combination or responsi-
bilities became ove~thelming. Colyer Meriwether reported 
that in the New England Colonies, "the teacher's duties 
included acting as court messenger; serving summonses; 
conducting certain ceremonial services of the church; leading 
the Sunday choir; ringing the bell for public worship; digging 
the graves; taking charge or the school; and, performing other 
occasional duties."l6 
Even at a cursory glance one can see that many or the 
tasks required of the teacher were religious in nature. 
Customarily, if he were religious by nature and could read 
and write he was deemed fit to be a school master. The tit 
was appropriate given the fact that he was usually called 
upon to catechise his pupils concerning the sermon or the 
previous Sunday. In turn the students were obliged to re-
spond with the text, subject-matter, and other pertinent por-
tions of the preacher's sermon. The verbal interaction be-
tween teacher and students differed little, whether it be 
catechism or Cicero. 
The inordinate quantity of work, the enormous range of 
abilities and skills required, the background or education, 
the responsibility of teaching from the beginning of the 
l6colyer Meriwether, op. cit. 
alphabet up to and including Latin grammar, the lack or 
suitable textbooks, the habitually shabby deportment or 
disinterested students and oppressively low wages deterred, 
to say the least, many from entertaining serious thoughts 
of a career in teaching except for a few talented men and 
then'only in the prosperous cities and towns. It is of 
small wonder, therefore, that " ••• the calling was generally 
loathed, and that tramps and peddlers, the very driftwood 
or society, men of broken fortunes, discharged soldiers, often 
presided in the school house." 17 The assessment is unduly 
harsh. There may be some truth in it if one realizes that 
the outstanding exceptions are the ones that find their way 
into biographies, reminiscences, diaries and the like. 
It may be needless to add that there was, of course, no 
common criterion for evaluating those men who did enter the 
teaching profession. Men, they had to be, because there were 
few formally educated people to speak or other than men. 
Women tended to the needs or the dame schools and similar 
institutions. Hence, the term schoolmaster seems quite 
app~opriate since the schoolmistress was otherwise occupied. 
Documents and correspondence reveal conclusively that 
despite the law, schools were either non-existent or were in 
a constantly precarious position in many communities due, 
17Meriwether, op. cit., p. 17. 
--
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in large measure. either to lack of proper personnel ~o 
sustain the school, or because most educated young men 
rejected such a post or chose to remain in teaching fo~ 
an understandably brief period of time. Their sights were 
set upon the considerably more prestigious positions in'· 
. 18 
ecclesiastical service. . ·,: ·, 
Those communities which had schools that functioned 
:···. 
reasonably effectively were able to maintain such schools 
because the local clergymen were interested in establishing 
a congregation that possessed the ability to read, and·thus 
avoid the risk of being deluded by Satan. Such clergy · 
frequently undertook to instruct the local townsfolk on 
their own. In order to insure a continuing congr~gation 
the youth or the area were generally included in the 
instructional classes. Yet, with all the dedication, ·the 
quality of education must still remain suspect. It is obvious 
that no one person could, from a physical point of view, dis-
charge all such obligations either in full or part without 
s·uffering some degree of physical deterioration. 
Few communities were in a position to insist upon a 
nodicum of standards. Religious fervor, background and zeal 
were infinitely more sought after than pedagogy. 
If the minister did not teach his voice was usually 
heard when it came to engaging the services of a teacher. 
He determined, in the final analysis, whether the prospective 
18Meriwether, op. cit., p. 17. 
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candidate possessed the necessary characteristics for the 
position. The educational requirements for holding such 
positions were not generally notable. It was usual to engage 
the teacher's services as inexpensively as possible, the 
only proviso being that the individual be capable of teaching 
the most elementary rudiments of both reading and writing. 
At some later time it might be propitious to instruct the 
classes in arithmetic as well. As late as 1816 in a speech 
delivered at Yale University, Denison Olmsted19 commented 
that the great defeat in the schools was the ignorance 
and incompetence of the schoolmasters. It is not likely 
that the level was higher in colonial America. 
While there were not many who elected to assume the 
position of schoolmaster as a lifelong vocation those who 
did so were invariably qualified. They were also reason-
ably secure in the occupation. 20 There is some evidence 
that the older communities, such as Boston, usually retained 
their teachers for as long as they chose to remain. 
19walter H. Small, Early New England Schools (New York, 
New York: Arno Press, and The New York Times, 1969), 
p. 93. 
20!!?..!s!·, p. 93 
Several factors weighed in favor of the colonial 
schoolmaster. First, his tenure was frequently dependent 
upon the term of service of the minister; the latter, 
especially in the older cowaunities, was well established 
in ,his position; second, as pointed out earlier, there was 
' 
certainly a scarcity of adequately trained aspirants; and_ 
third, there existed an acute awareness on the part of the 
citizenry--prodded, no doubt, by the clergyman--that the 
length of service contributed to a tradition or respect, 
dignity, honor, and, not the least, to a respite frc~ the 
search for a capable teacher for the community. 21 
Modern Foreign Lan~uages in the Curriculum 
The establishment and development of t'.1e traditional, 
classical curriculum are relatively easy to trace and document 
from memoirs, catalogues, printed curricula and the like. 
Not so easily followed is the course of modern foreign lan-
guages during the colonial period. This was due to the uneven 
evolution of such studies. Writing in 1907, IJieriwether22 
recorded that for scholastic purposes education in modern lan-
guages hardly existed even a hundred years earlier than the 
publication or his own work. He contended that since English 
itself was beneath consideration for classroom consumption 
2lrbid 
-
22 8 Meriwether, op. cit., p. 1 
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it was not likely that the language of foreigners, with whom 
he might be at odds in a political sense, would be tolerated. 23 
Indeed, beyond being acquired by an occasional merchant, 
or traveller, or diplomat it was improbable that any except 
the most enlightened, with a uniquely reasoned appreciation 
or curiosity, would bother to attain such a level of know-
ledge. 
Of all the languages, French seems early to have been 
the preference of those who pursued foreign language study 
in the colonial era. Though taught only intermittently it 
was taught at Harvard during the course of the last third of 
the eighteenth century.24 
There exists no substantial evidence that the secon-
dary schools of the seventeenth or eighteenth centuries in-
stituted courses in modern foreign languages. This ought not 
to be surprising in view of the fact that such schools' 
curricula were determined by college entrance requirements so 
as to preclude anything else. Such requirements leaned;. 
heavily if not exclusively upon the classical tradition. 
23 Meriwether,~·~., 
24 Tr.wing, 2.1?.· ill·, p. 157 
It is known that as early as 1749, Benjamin Franklin 
suggested that foreign languages be taught at The Philadelphia 
Academy. He urged that students of divinity be taught Latin 
and Greek; medical students be taught French; law students 
Latin and French; commercial students French, German, and 
Spanish. Franklin's Proposals were enacted that very year. 25 
In 1815, the Smith Chair of modern foreign languages 
was established at Harvard. 26 Harvard and the Philadelphia 
Academy were not the only institutions of higher learning 
to offer courses in foreign languages. Chairs in French 
were recorded as early as 1779 at Columbia; in 1793 at William 
and Mary; and, in 1806 at Union. Withal, the chair at Harvard 
may have been the first to be maintained continuously.27 
Another early reference to aprofessorship in modern 
foreign languages appeared in the course of studies of Bow-
doin College. In 1825, a chair was established at Bowdoin 
~o be filled by Henry Wadsworth Longfellow. 28 
25Brown, 2R· £!i., p. 170 
26~.' P· 170. 
27Thwing, .£E.• .£!!.., p. 19lJ 
28 ' Brown, 2£· cit., p. 170. 
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In historical context it was natural that French was 
offered at pre- and post-revolutionary colleges. French 
soldiers were especially respected and admired for their con-
tributions to the revolution. Americans living in France 
and representatives of America in France also exercised po-
tent inrluence, 29 Franklin and Jefferson being among the 
latter group. 
Such introductions of modern foreign languages were 
relatively rare. The requirements for admission and graduation 
changed very little up to the close of the eighteenth century. 
A handful of schools added arithmetic; a few others added 
a modern foreign language as an extra-curricular option with 
or without credit. In general, progress was hesitantly and 
imperceptibly made away from the classical curriculum. The 
colonial colleges and the Latin grammar schools that prepared 
their entering students were meant to furnish enlightened 
ministers, and were not supposed to extend the influence of 
general culture.3° 
29Thw1ng, ££• £!1., p. 194 
30Broome, ££· ~., p. 34. 
I ' 
The striking characteristic of college admissions re-
quirements during the colonial period was their uniformity. 
The aim was uniform; the course of study was uniform. The 
grammar school had a single purpose - to prepare for college -
and consequently the same conditions existed at that level. 
As a result, admission requirements had to be uniform. 31 
Significant Post-Revolutionary Developments 
After the Revolutionary War, a casting about for 
redefinition of education in the new nation began to take 
form. Public criticism and dissatisfaction appeared to revolve 
around the issue of relevance. During the 1820's the dissat-
isfaction gave birth to a movernent. 32 The English Classical 
High School, later the English High School •. 
Pressure was placed upon colleges and universities 
either to deemphasize or to divest themselves of the classical 
curriculum. One institution after another allowed students 
to substitute a modern language for the classical. The 
option was usually French in place of Greek. 
In 1825, Miami University of Ohio went so far as to per-
mit students to pursue a number of different courses in 
31 8 Broome, 2£· ~., pp. 3 , 39. 
32Frederick Rudolph, The American Colle e 




lieu of the classical entries. As was customary~ however~ 
in such cases the new program awarded a certificate or 
proficiency rather than a bachelor's degree, an indication 
of low esteem.33 
By 1833, the University of Virginia was offering an 
M.A. in modern languages. The level of the M.A. courses is 
impossible to evaluate. Nevertheless, at least this one 
institution was recognizing the legitimacy of modern foreign 
languages. At the same time, reformers at Amherst proposed 
the study of French, German, Spanish, and Italian. Finances 
proved to be a drawback. But, the tide seemed to be moving 
in the direction of modern languages. In response to the 
success of the modernists, the classicists responded with the 
time-honored arguments that anyone who would train his intellect 
for its greatest potential must not abandon the traditional cur-
riculum. During these early years the modern languages 
were frequently referred to as accomplishments rather than as 
necessary acquisitions.34 
33R,ldolph, .2.£• ill· , p. 113. 
34~., p. 285. 
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Elective courses gradually wedged their way into 
the curricula of many colleges and universities as avenues 
for choice broadened under student, alumni, international, 
and business pressures. 
Modern foreign languages seemed a natural substitute 
for classical languages. It was a matter of barter, one 
group of languages for another. German and French were 
the languages that were generally accepted. The period or 
French influence passed with the growing impact of nation-
alism after the Revolutionary War. The German influence rose 
during the nineteenth century in response to a growing 
outcry for excellence; the striving for excellence was re-
fleeted in an imitation of the German model for scholarship 
and research. There was no similar influence from other 
countries. 
An examination of the entrance requirements between 
1800 and 1870 discloses several new subjects finding their 
way to the admissions lists of several colleges and univer-
sities. In few of them were modern foreign languages among 
the new choices. On the other hand, in imitation of the 
prestigious schools, newly founded schools established 
requirements in Latin and Greek.35 
35aroome, ~· ~., p. 46. 
39 
It was not until 1875 that study of the modern foreign 
languages at the secondary level became a requirement for 
admission to a college level course.36 Nonetheless, according 
to the catalogue of 1870-1871, Harvard permitted French to be 
offered for the first time for admission to the ful~ classical 
course.37 This was the entree. With the reputation of Harvard 
'. 
as support the future seemed bright. 
Public Secondary Education 
The public sector in education was late in developing. 
Nonetheless, its impact soon was in evidence. It was not 
without reason that public high schools came to be known as 
the people's university since they catered to the needs or 
the general populace, and were a reflection of what was to 
take place in the colleges. 
The English Classical School was founded in Boston 
in 1821. In 1833 the r,ame was to be changed to English High 
School. The school was to become the prototype of public se-
condary education throughout the country. Figures are hard 
to come by, but it appears in 1860 there were approximately 
320 public high schools in existence. Most (270) were to be 
36sroome, ~· ~., p. 55. 
37rbid. u. 56. _ .. 
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found in New England, New York and Ohio. 38 In pub+ic edu-
cation a reaction was being felt similar to that exerted upon 
collegiate education immediately after the Revolutionary War. 
In general, public education was more responsive and tended to 
avoid the more classical subjects. 
Efforts in public e~ucation appeared to concentrate on 
preparation for life. The main change from the enactment 
of the law establishing the English High School in 1827 was 
the inclusion of modern foreign languages. 39 
Between 1836 and 1865 several high schools patterned 
after Boston English added either French or German to the 
course of studies. For the most part these schools were in 
New England. By 1870 the English high schools and the Latin 
grammar schools had merged in a great many communi.ties there-
by offering Latin school students the opportunity to pursue 
a modern foreign language. The principal exception in the 
4 . 
movement to merge was, and continues to be, Boston. 0 
Despite the addition of a great many new courses, how-
ever, the methodology remained the same. The public outcry 
may have forced changes in terms of content, but that was 
the only response to the public. In 1864 Reverend J. Fraser 
38rsaac L. Kandel, History of Secondary Education (Boston, 
r1ass. t: Houghton, Mifflin Company, 19 30), p. 44 g. 
39arizzell, ~· cit., p. 291. 
40~., pp. 292, 293. 
compared English and American secondary education in a re-
port to the British Ministry of Education. He stated that, 
"It is a miserable thing that students who are supposed to 
be acquainted with a subject should be able to look at it 
from one side, and express their knowledge in no more than one 
prescribed memorized form of words." 41 But methods were a 
topic for another day. 
Summary 
The colonial period witnessed the .transposition 
of the Latin Grammar School from England to New England. 
The prototype in the colonies was to become the Boston 
Latin School. Equally natural was the establlshment of 
a college to provide advanced training for the graduates 
of the La'tin grammar school. The colonial college imi-
tated the English university in both content and method. 
Since classical education was the dominant influence in 
English higher education it became so in colonial Ameri-
ca as well. 
After the colonial era, however, American education 
sought to respond to the changing needs of a growing na-
tion. The English high school movement resulted. Boston 
English High School, circa 1830, was the prototype and ini-
41Kandel, 22· ~., p. 456. 
; 
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tiated many areas of study not offered in other institu-
tiona; one such area included was the modern foreign 
languages. 
Despite such movements the classics maintained a firm 
grasp on American education until the 1870's. From that 
point until approximately 1895, assaults upon the classics 
became increasingly frequent. The most often heard re-
lated to the irrelevance of the classical languages in mo-
dern times. 
During the final quarter of the nineteenth century 
the modern foreign languages made encroachments upon the 
classical languages due principally to their relevance 
and immediate utility. In addition, the modern foreign 
languages appeared to be easier to learn. Reformers 
pressed these arguments continuously until the modern 
languages became an integral part or the curriculum. 
Chapter III 
Classical Education and the Emergence of Modern 
Foreign Languages 1870-1895 
Introduction 
The period 1870-1895 is one characterized by mount-
ing prestige being accorde'd the modern foreign languages. 
The period is one in which discussion of teacher training 
and various proposals for alternative teaching strategies 
from classical and reform-oriented professionals, increas-
ing acceptance of modern foreign languages as a college 
requisite, and new educational spokesmen all exerted power-
ful influence on curriculum changes. The increase in numbers 
of pupils attending public schools also served to accelerate 
the acceptance of foreign languages. 
The date 1870 marks an end and a beginning. It marks 
the end of a period of some seventy years of attempts to 
introduce new subject materials into the curriculum. College 
admissions requirements began to legitimize the newly 
introduced courses, including modern foreign languages, in 
the curriculum. As a result, this era marks the beginning 
of the legitimacy of the modern languages. With the in-
creasing receptivity by prestigous colleges of modern 
43 
language offerings as being co-equals with the time-honored 
disciplines, 1'or.ces were set in motion which were even-
tually to lead to the acceptance of the modern foreign 
languages by colleges of lesser status. 42 
As has already been cited, certain influential second-
ary schools and colleges had earlier paid lip service, 
it nothing else, to modern foreign language courses. Be-
tween circa 1870 and 1900 foreign languages came to be added 
to the list of admission requirements. 43 Although new forces 
conductive to legitimization were evident, the changes 
were neither immediate nor total. Given the classical 
orientation of early American education and its enduring 
influence, Broome was still able to report in 1903 that de-
spite the rising clamor for the inclusion of modern languages 
in the curriculum, nso conservative is education, and so 
enslaved have our colleges been to tradition, that as late 
as 1897 only sixty of the 432 colleges reporting a class-
ical course required any modern language for admission, 
42 E. C. Broome, A Histoi•ical and Critical Discussion of 
College Admission Requirements (New York: Columbia University, 
!90-3), p. 61. 
43~., p. 61 ~· seq. 
45 
while 402 institutions required Latin, and 318 Greek." 44 
Growth Patterns and Social Influences 
While New England and the Middle States of the union 
were expanding their educational systems with some degree 
of rapidity, others may be summarily dismissed; the South-
ern States constitute such an entity. Before the Civil War, 
social forces militated against widespread public support 
for education at any level in the South. A former admissions 
officer of the University or North Carolina remarked in a 
University sesquicentennial publication that, prior to 1900, 
the public school system in the Southern States consisted 
almost entirely of the elementary schools. The high schools 
that were in existence were located in the larger cities and 
towns. 45 Conditions in the South were simply not conducive 
to the development of public high schools. Those who owned 
plantations were usually opposed to taxation for the support 
44 Broome, 2£• ~., p. 56. 
45w. Carson Ryan, ed., Secondary Education in the South 
(Chapel Hill: University of North Carolina Press, 1946), 
p. 21. 
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of schools; because there were no other means of substance 
for its support public education in the South was cha~tic. 46 
Typically~ the Southern States supported the so~called 
common schools at the bottom and the University at the top 
of the educational ladder. Not until a year or so ~ediately 
prior to World War I could the southern high school lay 
claim to official~ public status. It was then that Georgia, 
for the first time, made the high school a legal part of 
the educational system. 47 The Far West was in a state 
of considerable political flux and largely undeveloped. The 
South and West, as a consequence may be considered a typical 
and are not considered in the ensuing discussion. Whatever 
progress took place in education in general and modern for-
eign languages in particular was recorded in the East, the 
North, and the Central States. 
46Ryan, ~· ~., p. 23. 
47Merle L. Borrowman, The Liberal and the Technical in 
Teacher Education (New York, New York: Columbia University 
Press) 1956), p. 70. 
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During the course of the final quarter of the nine-
teenth century a powerful voice at influential Harvard Uni-
versity delivered remarks that were to have far-reaching 
consequences for classical education. Charles Francis 
Adams was the scion of Boston Brahmins. He was a gra-
duate of Harvard College and after a hugely successful 
business career came to serve on the Board of Overseers 
of the University. In this capacity he wielded considerable 
influence due as much to his intellect as to his philan-
thropy. In 1883, in an address presented before the Phi 
Beta Kappa Society at Harvard University, Adams drove home 
the limitations of the classical languages from the point 
of view of a former student, current man of means~ and 
sought-after adviser on matters intellectual and financial. 
Adams was particularly harsh. For example, he stated 
that he would never be able to overcome some great dis-
advantages which the superstitions and incorrect theories 
and worse practices which his Alma Mater had inflicted 
upon him. 48 He further pointed out that his teachers and 
48charles F. Adams, Three Phi Beta Kappa Addresses (Boston: 
Houghton, Mifflin and Company, 1907), p. 8. 
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coursework failed to properly fit any graduate for the work 
that they would have to do in the life that awaited them. 49 
Adams was rather obviously considering the fact that the 
education received at Harvard College was not at all util-
itarian; in addition, the education was buried in an irre-
trievable past, so far as he was concerned. He dealt a 
savage blow to the university which was to be a topic of 
continued professorial discussion decades later as he went 
on to say that his poor old college prepared the students to 
play parts by compelling them) directly or indirectly, to de-
vote the best part of school life to acquiring a confessedly 
superficial knowledge of two dead languages.5° 
Hot content to let the matter rest there, and in a 
prelude to the conflict that was soon to erupt between 
the modern foreign languages and the classical languages 
Adams' criticism continued unabated as he continued that 
the grammatical study of t\'IO dead languages l'Jas the basis 
of a liberal education, and it remained the basis still.51 
49Adams, 2.P..• ill·, p. 8. 
5 0 !!?..!.£. ) p. 11. 
51 !_lli., p. 11. 
49 
He added that there had been no thoroughness or training in 
the real life sense.52 Even more harshly be persisted that 
a classical veneer was not at all desirable, and that Harvard 
stood directly in the way of what a century-and-a-half's 
experience told him was all 1mportant.53 Having been exacting 
in indicating the shortcomings of what passed for a liberal 
education at the country's most prestigious institution or 
higher learning, Adarns concluded that an elementary knot'lledge 
of one dead language should count as equal to a thorough 
familiarity with two living languages~ 511 - -- _; 
If Adams was to have influence in shaping the policy 
at Harvard it manifested itself very soon. The next year 
the reaction of President Eliot was heard. His reaction was 
important not so much for the swiftness but for the position 
c1f leadership of the university in American education and 
the resultant impression his comments, as President would 
52~., p. 13. 
53!!>..!£., p. 37. 
54~., p. 41. 
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make upon the educational scene. In an essay entitled 
Hhat is a Liberal Education?, after conceding that Latin 
and Greek ou~~t not to be the be all and the end all, 
Eliot proceeded to suggest that several subjects be proooted 
to equality with the classical tongues. Among the areas 
given prominence were both German and French.55 The rationale 
for equality is interesting to note. Eliot proposed that the 
clai~ rested not on the usefulness of the modern languages to 
couriers, tourists, or commercial travelers) and not on their 
rneri t as languages, but on the magnitude and the worth of 
the literatures, E>..nd on the unquestioned fact that facility 
in reading the languages \vas absolutely indispensable to 
56 a scholar, whatever his department of study •. -
It may be seen, therefore, that Eliot's plans stopped 
short ·Of recommending that French and German replace 
Latin and Greek as the sine gua non of a liberal education, 
however, the menace to their predominace was apparent. 
55charles w. Eliot, Educational Reform (New York: The 
Century Company, 1905), p. 101. 
56I~~., p. 101. 
51 
While the traditionalists reacted by pointing out that 
Latin and Greek had proved their value over the centuries, 
and, as a result, need not pay heed to such proposals 
as were now being voiced, the modernists began to consider 
how best to teach their subject matter. As indicated, 
most of the suggestions represented mere imitations or the 
methodology utilized in the teaching of the classical lan-
guages. There were, nonetheless, occasional voices raised 
in favor of alternative means. One voice raised by the 
president of Williams College regarded the conversational 
use of German, for instance, as of much more value than 
the method of study by which the modern foreign languages 
were pursued 1n imitation of the philological and scien-
tific treatment then generally accorded in the colleges 
to the ancient languages.57 
57Frankl1n Carter, "Study of Modern Foreign Languages in 
our Higher Institutions", Transactions and Proceedings 
of the Modern Language Association of America, {Menasha, 
Wisconsin: 1886) Volume II, p. 8. 
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With increased numbers of students an expending industrial 
economy channeled over increasing amounts of money into all 
sorts of educational enterprises from elementary to the uni-
versity level. Where public finances fell short great indus-
trial barons outdid one another in their efforts to endow 
private institutions. An enormous benefit of such financing 
was the growing independence permitted from both church support 
and influence. There was a concomitant trend toward secu~arism 
and away from the traditional. This relaxing and loosening of 
ecclesiastical bonds gave no little impetus to the inclusion 
of many "practical" subjects into the curriculum. modern 
languages among them. Veysey,5 8 an important chronicler of 
higher education, contends that at most universities each 
subject came to be regarded as just as "goodn as any other. 
Indeed, in speaking of the era in question. he averred that it 
should always be kept in mind that nearly every major American 
university was too diverse a place to be identified with any 
one academic ph11osphy.59 This was a condition to gladden the 
hearts of the modernists. 
58Laurence R. Veysey, The Eme-rgence of the American University, 
(Chicago: University of Chicago Press, 1965), p. 58. · 
59 8 Ibid. , p. 5 • 
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Teacher Training and Methods 
However practical and pragmatic the considerations 
might have been and however utilitarian American school-
ing was becoming, the same could not be said, apparently, 
concerning teachers and some of their early methods. An 
eminent teacher-scholar or the day decried the fact that 
I·~ .. 
parents who inquired about the difficulties their children 
encountered in learning classical languages were consoled 
or silenced with the plea that the students were receiv-
ing valuable mental discipline; the same method came to be 
applied to modern foreign languages. In due time clear-
headed men protested against such a process. 60 They 
insisted upon a rationale and methodology appropriate for 
modern languages. 
The assessment that the classical training provided 
the teacher of the day with the sole exemplar of presentation 
available was correct. The further assumption was also 
correct that others were not so convinced of the efficacy of 
classical training or its appropriateness for the transmission 
of the modern foreign languages. No doubt the pragmatic phi-
60 Charles F. Kroeh, "Methods of Teaching Modern Languages," 
Transcriptions and Proceedings of the MLA of America, (Men-
asha, Wisconsin: 1BB7-1888), Volume III, p. 1. 
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losophy of the day gave some support to those who sought 
some change in the curriculum, not merely in content but in 
methodology as well. Nonetheless, the view that truth 
might no longer be an absolute, but rather the outcome 
of diverse rorms or behavior made slight progress insofar 
as teacher preparation was concerned. 
Prior to the Civil War teacher training was, at 
its best, limited. The normal school was to provide some 
teachers for American schools, however, most teachers 
were selected from the ranks of the better students attend-
ing common schools and high schools. There were merely 
fifteen state normal schools in 1865. 61 The normal school 
movement was not to gain momentum after that date. 62 By 
1890, however, there were over one-hundred normal schools. 
And by 1895 several influential private universities had 
departments of education.63 
61Merle L. Borrowman, The Liberal and the Technical in 
Teacher Education (New York: Columbia University Press, 
1956}, p. 70. 
62~., p. 70. 
63~., p. 71. 
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The period from circa 1870-1895 marked a time 
of considerable growth of secondary education institutions 
in several parts of the country. As a result of the bur-
geoning high school enrollments, a simultaneous need for the 
growth of professional schools of education was created. 
Despite the acknowledged need, however, with the exception 
of a handful of select teachers' colleges very little 
growth was apparent. The capability of a person to teach 
at a particular level still was seen to be a function of 
his having completed a succeeding level of education. Thus, 
a high school or normal school graduate could teach ele-
Inentary school; a college graduate was considered qualified 
to teach either at the high school or at the normal school; 
and a doctorate enabled one to teach college or university 
level courses. The foregping system prevailed largely 
until 1895.64 With such a system still prevailing and with 
the increase of educational institutions of various kinds, 
few innovations were possible. 
64 Borrowman,~·~., p. 76. 
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The consequences of the lack of concerted training 
upon the teaching of modern foreign languages are easy to 
delineate. The languages were taught at the secondary school 
level; this meant that college graduates were, of course, 
the principal teachers. Since modern foreign language teach-. 
ers were drawn from the colleges their training consisted 
~'!>. 
largely, if not exclusively, of observations made during the 
undergraduate years which spilled over into their own class-
room instruction. Little more need be added except to indi-
cate that immediate utility through imp~oved training might 
have strengthened their hand; proponents or the modern lan-
guages opted, however, for the classical approach. 
The voices that were heard certainly laid important 
groundwork for what was to follow in the next few years. 
It was pointed out that the growing awareness of individual 
differences led progressive educators as early as the 1880's 
to stress the differing capacities of different individuals, 
and to recognize that these must be allowed for in the cur-
riculum.65 
65R. Freeman Butts, The College Charts its Course (New York: 
l1cGraw Hill Book Company, 1939), p. 166. 
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The obvious consequence of the recognition of individual 
student differences was individually tailored course work. 
The natural concomitant, then, was to discover other effective 
strategies and materials for scholarship, study, and research 
either in addition to or in place of Latin and Greek. It was 
this sort of thinking that led to the slow inclusion of 
modern foreign languages into the curriculum. 
Grammar and drill remained the watchwords or all metho-
dology. They were based principally upon the rote th~t was 
required of the classical language learning. It is true 
that the so-called direct method for teaching foreign langua-
ges was employed by those teachers who were disillustioned by 
the inadequacies or the prevailing, pervasive, influential 
classical method of foreign language instruction, but, so it 
seemed, if stature equal to Latin and Greek was to be attained, 
then imitation was demanded. 
There were some, as indicated, who pointed to the 
differences in method that ought to prevail, but by and 
large, the modern languages during this period could not 
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escape the treatment and method of the classical languages 
which consisted chiefly of the grammar-translation approach. 
In his address to Adams also suggested that there was 
a better way to learn languages than by the tradition-
ally accepted methodology. He pointed out that the students 
of that day could not acquire foreign languages, living_ or 
dead, in the easy, natural way.66 Directing his remarks to-
ward the increasing conflict between the modern and classical 
tongues he confessed that he found it harder to believe 
that in practical richness Greek literature equaled the German, 
or that the Latin equaled the French. 67 Perhaps roost cogent 
or all Adams reasoned that in a utilitarian and scientific age 
the living (languages) would not forever be sacrificed to 
the dead. 68 
Seven short years later in 1890 president Eliot of 
Harvard pointed out that the university had put French and 
German on a perfect equality with the ancient subjects. He 
added that any candidate for admission could present as ad-
66Adams , 22.• ill·, p. 43. 
67Ibid., p. li6. 
-
6Bibid., p. liB. 
-
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vanced subjects, French and German, if he chose. 69 That was a 
considerable step towards the introduction of advanced 
teaching of modern foreign languages into the secondary 
schools. Adams', Eliot's and Harvard's support for the mo-
dern languages assured at least the continuation it not the 
growth of scholarship in that area. 
It must be borne in mind that from the post-revolutionary 
period through the end of the Civil War teacher profession-
alization and preparatation depended principally upon one's 
view of education. As a result, there was little movement 
toward adequate preparation. Borrowman puts it succinctly: 
"Granted the need for some kind of specialized education for 
teachers, there existed from the beginning of the normal 
school differences of opinion about how to relate and what 
emphases to place on the liberal and technical functions. 
These differences were partly related to one's concept of 
the role of the teacher and of the school."70 
69charles W. Eliot, "Address of Welcome," Publications of the 
MLA of America, V (1890), pp. 2-3. 
70sorrowman, 2£· ~., p. 58. 
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Summary 
Try as they might, the classical humanists clearly were 
losing ground in their struggle against the growing scientific. 
naturalistic utilitarian curriculum. In view of the changing 
demands of society and its desires and needs it was the very 
materialism, the thing-versus-idea centeredness of the scien-
tists that was beginning to exercise inevitable influence 
upon the educational scene. 
Onto this educational stage modern foreign languages 
entered. Initially an acceptable additive, they were later 
to serve as replacements for the classical languages, first 
for Greek, then for Latin. Greek soon became conspicuous 
in the curriculum through its absence. Latin would continue 
to hold way due to its being the basis for the Romance langua-
ges and being deemed necessary for advanced scholarly research. 
The situation is well summed up by Butts and Cremin, "The 
rationalists had said, in effect, that if there is a conflict 
between practice and a true idea as they conceived it, then, 
it was too bad for the practice.rr71 As a result, it was 
"too bad 11 for Latin and Greek and the true idea of humanism 
that they represented in the face of the new practice of 
utility. 
71R. Freeman Butts, Lawrence A. Cremin, A History of Edu-
cation in American Culture, (New York: Henry Holt and 
Company, 1953), p. 343. 
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Precisely how "bad" was to be seen in the decade, 
1905-1915; assaults upon the classics increased. The 
effect was the elimination of Greek as a factor in the 
program of studies in the face of a growing climate of 
utilitarianism and unwillingness of the public to support 
under-enrolled fields of study. Latin too suffered; it 
plunged from its previous monopoly to below fifty per cent 
of student enrollments. 
With the virtual disappearance of Greek and the 
erosion of the enrollments in Latin the modern foreign lan-
guages filled the vacuum that was created. 
Chapter IV 
Parity in Language Instruction: 1895-1905 
Introduction 
By 1895, all academic subjects were well on their way to 
being treated equally. A mantle of legitimacy was now bestowed 
upon the modern foreign languages, classical languages as 
well as modern languages were receiving recognition. The 
equal status or modern foreign languages and the classics 
was demonstrated by the fact that in 1905 Harvard College 
required entrance examination in English, Latin, German, French, 
history, algebra, geometry, and science, or in their equiva-
lents.72 No mention was made or Greek! Prominent professors 
interpreted this as the death knell of the classical languages, 
foreseeing the day when the champions or the modern languages 
would oust even Latin from the curriculum, unless classical 
teachers were able to present their students with a real, 
practical mastery of Latin. 
The beginning of the advancement tor equity for the 
modern foreign languages is traceable in large measure to 
72Fuess, The College Board, its First Fifty Years, (New York: 
Columbia University Press, 1950), p. 1. 
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the appointment of the Committee on College Entrance Re-
quirements in 1895. Its report, some four years later in 
1899, encouraged proponents of the modern foreign lan• 
guages. Adding to the growing state of flux was the afore-
i 
cited Report of the Committee on College Entrance Require-
ments. Contained in the report was the assertion that a 
modern foreign language was avowedly easier and far more 
interesting, and that it seemed more real and practicat.73 
This latter point answered an obious failing in classical 
languages. Finally, the r~port stated that the value of 
Latin had to be taken on trust, while that of the modern 
languages was more apparent to the young mind.7 4 
In 1898, Gilbert B. Morrison asserted that one year 
of Latin would, if properly presented, provide the pupil 
all he truly needed to aid him in his own language.75 Voic-
ing an intensifying popular opinion, he added that it ought 
not to be necessary to pay tribute to Greek and Latin any 
73"Report of the Committee on College Entrance Requirements," 
NEA Journal of Addresses and Proceedinss (Chicago: University 
of Chicago Press, 1899), p. 729. 
74 !219.· , p • 729 
75Gilbert B. Morrison, "Do Our High Schools Prepare for 
College and Real Life?", NEA Journal of Addresses and Pro-
ceedings (Chicago: University of Chicago Press, 1899), 
p. 608. 
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longer in order to matriculate in the A.B. course. Since 
both Latin and Greek had long been the unquestioned main-
stays of the A.B. curriculum this was no small pinprick. 
While the exchange between the classicists and the. 
advocates of the Committee report went on The Association 
of Secondary Schools and Colleges of the Middle States 
organized itself for the purpose of creating uniform test-
ing and admissions criteria for all subjects. Two years 
later several New England colleges and universities 
petitioned for and were granted membership. Shortly there-
after other regional and local organizations joined ~he 
group. The infighting came to an end. 
The Changing Social Environment 
Urbanization, the growing labor movement, practical 
education, the need for economy and efficiency, the elect-
ive· system all had their effect upon the classical tradition. 
As the cities experienced an influx of formerly rural 
population as well as foreign immigrants, industrial barons 
began to realize the gigantic pool of ready labor being 
made available to them. Most were willing to accept lower 
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wages than those already employed. Children also were pre-
pared to enter the job market and to accept the lowest wages 
of all thus displacing adult workers in many instances. 
Pressure was brought and soon compulsory education laws were 
enacted; school days were lengthened, and the number of school 
days was increased.76 These circumstances led to an augmented 
number of eligible, willing students attending secondary 
school. Under the pressure of these new numbers and the new 
careers resulting from urbanization and mechanization a 
concomitant erosion of past social and career patterns began 
to take place. There was, for example, a drift away from 
the ministerial life and thus a drift away from Greek as a 
preparatory course. Latin, however, persisted. 
A further deterioration of the support for classical 
language studies followed the passage of the Morrill Act 
of 1890. The act directly affected a new population of 
studies entering higher education. These students found 
themselves entering colleges which received federal finan-
cial support which specifically excluded support for classical 
76Richard G. Axt, The Federal Government and Financing Higher 
Education, (New York, New York: Columbia University Press, 
1952), p. 56. 
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studies. The act stipulated that "funds be granted only to 
instruction in agriculture, the mechanical arts, English 
·language, various branches of mathematics, physical, natural 
and economic science, with special reference to their 
applications in the industries of life."77 Such stipulations 
were due in large part to pressure brought to bear by the 
Grange and The Farmer's Alliance and other utilitarians. 
The educational driving force behind the movement toward 
increased elective course options at ~oth the higher and se-
condary level of schooling was President Eliot of Harvard. 
Although considerable opposition to "electivism" had deve-
loped, nonetheless it had proved popular and successful. 
In addition, practical education for large numbers of 
the student population unable or unwilling to attend clas-
sical schools became a much sought after goal. The numbers 
of vocational and business training programs for the so-called 
"common man" increased sign1ficantly.78 Labor was a prime 
mover in the growth of these schools during the 1895-1905 
77!_lli. 
78Philip R.V. Curoe, Educational Attitudes and Policies 
of Orsanized Labor, (New York, New York: Arno Press and The 
New York Times, 1969), p. 175. 
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decade. Although labor endorsed such education from the be-
ginning of the nineteenth century its real influence was not 
felt until the end of the century.79 Labor's position was 
that education was the vehicle which could facilitate the 
realization of the average citizen's desire to rise out of 
poverty to a comfortable standard of living. Consequently, 
labor went so far as to support compulsory attendance laws 
in all the states. As early as 1895 organized labor supported 
the Massachussetts Compulsory School Attendance Law which 
required children from the ages of 8-14 to attend school. 
In addition, the law carried a fine for non-compliance. 80 
The reasons for labor support of the law were multiple: 
First, it was possible for children to obtain work in the 
mills and factories almost at will; as a result many po-
tential adult laborers found it increasingly difficult to 
secure employment; second, with the growing complexity of 
industrialization the mill owners themselves preferred 
workers who had a better education; and third, most parents 
did not actually want young children to work. 
79 1 Ibid., p. 07 • 
............ 
80~., p. 107. 
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The powerful alliance of employers, organized workers, 
and parents contributed to an increase in the numbers of 
students at all levels of education. According to figures 
available at the time one gains some insight into the actual 
rise. A student population explosion comparable to the one 
experienced in American schools during the 1960's in the 
United States was evident. The total number of high schools 
reporting to the United States Commissioner of Education in-
creased from 2,526 to 13,951 in the course of the decade. 
At the same time student population figures increased from 
202,963 to 1,6~5,171. During the same time period the total 
population of the United States increased 68 per cent with 
student population figures showing an increase or an aston-. 
ishing 711 per cent.81 
The need for increased programs for public education 
was enormous. There was a growing clamor for various types 
of educational programs. Fewer and fewer students were 
entering the purely classical course. More and more aimed 
their sights toward earning a living, rather than toward 
college entrance. The demographic statistics and diverse 
Blunited States Bureau of Education figures reported in 
George s. Counts, The Selective Character of American 
Secondary Education (New York: Arno Press and The New York 
Times, 1969), p. 8. 
educational needs still did not alleviate the concern that 
education for the purpose of earning a living and the narrow 
training which was fostered by the elective system encouraged 
a student to specialize too early. 82 The rears or early spe-
cialization were elicited in response to the precipitous de-
cline of enrollment in the classical curriculum. In 1910~ 
Greek was no longer an elective offered at most institu-
tions; Latin itself was relegated to the status or an elective. 
At the turn of the century an additional factor, the 
efficiency movement, struck a blow at classical languages. 
As burgeoning numbers of students flocked to the ever-
increasing numbers of high schools, they were at the same time 
turning their back upon the classical studies. Criticism 
began to mount that the decrease in pupi-l-teacher ratio of 
the classical studies was creating a condition of lowered 
efficiency. Increased public funds per capita were required 
to support the elitist curriculum. The values endemic to 
business were entering the educational arena. As industry 
needed to be efficiently operated in order to succeed in the 
82aeorge H. Libbey, "Dangers of the Modern Trend in Educa-
tion," Fifth Annual Bulletin of The Classical Association 
of New England, (Published by the Association, North Adams, 
Mass.), April, 1910. 
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American way of life, it was apparent that public education, 
in order to gain public support for its programs, must follow 
the same course. It was given the charge of proving itself 
worthy of that support by the earning or public confidence. 
The movement for efficiency was initiated toward the 
end of the nineteenth century. The efficiency expert became 
a common visitor to industrial operations. It was not long 
before the popular press picked up the call and began insist-
ing upon efficiency wherever it seemed appropriate. In 1903. 
the ~antic Monthly attacked politics in school administra-
tion and recommended schools' adoption of business organi-
zational patterns. 83 Educators were cautioned to. streamline 
their operations and not waste the taxpayers' money. In 
1913, Royal A. Moore of the respected Bacon Academy was la-
menting that people were striving for greater efficiency 
through scientific management and that considerable pressure 
was being exerted upon educat1on.84 
The impact or the cult of efficiency was of such se-
verity that response was necessary. An editorial in the Se-
-
83Raymond E. Callahan, Education and the Cult of Efficiency, 
(Chicago: University of Chicago Press, 1962, fifth impression, 
1970)' p. 7. 
84 Royal A. Moore, "Can Latin be Made a More Vital Force?", 
Eighth Annual Bulletin of The Classical Association of New 
England (North Adams, Mass: Published by the Association, 
April, 1913), p. 7. 
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venth Annual Bulletin of The Classical Association of New 
England addressed the issue directly commenting that the 
efficiency of the classical course as a preparation for all 
sorts of college work had been adequately demonstrated since 
the classics provided all the mental training and discipline 
necessary to succeed.85 Given the economic pinch at many 
schools, however, the pupil-teacher ratio made it imperative 
that not only Greek but Latin as well be placed on the list 
of electives. Due to lack of interest, Greek was eventually 
dropped from the course of study at many institutions. Ac-
cording to figures of the United States Bureau of Education 
the percentage of students pursuing Greek plunged from 3.10 
per cent of the public high school population in 1895 to .75 
per cent by 1905. By the end of the next decade, the per 
cent pursuing Greek dropped to an infinitesimal .29 per cent.86 
The Confrontation of Scholars 
Long the bulwarks of education, classical languages 
in 1895 began to feel the impact or a great many forces 
85An editorial,'All Studies Are Created Equal: Seventh. 
Annual Bulletin' of The Classical Association of New England 
(Nortfi Adams, Mass.: Published by the Association, 1912), 
p. 1. 
86Report of the Commissioner of Education for 1916, yub. 1917, 
Vol. 2, p. 487 (Washington, D. C.: Government Printing Office, 
1917},p. 487. 
marshalled against them. Professional periodicals began to 
publish critical papers. At the very beginning of the decade, 
Cecil Bancroft noted in the Educational Review that the report 
of The Committee or Ten contained the opinion that no one sub-
ject is better than another for disciplinary purposes. 87 The 
claim of intrinsic disciplinary value had long been the ex-
clusive domain or the classical languages. Times had chang-
ed. There were now scholars prepared to assert that all 
academic subjects were of equivalent rank for the purposes 
or preparing students for higher education. 
There were, however, exceptions to the trend. William 
Torrey Harris, a champion of the classical studies, could 
not be dissuaded of the value of the classics. He contend-
ed that every modern European language found its roots, prin-
ciples, and explanations only in Greek and Latin. 88 
The battle or the classicists and the anti-clas·sicists 
was joined. Scholars of the day advocated one position or 
the other proposing replies and solutions. Francis W. Kelsey, 
a leading classicist of the era, clearly saw the faults of 
87 Cecil Bancroft, nThe Committee of Ten on Secondary Schools," 
Educational Review, Volume VII (New York: Henry Holt and 
Company, 1894), p. 284. 
88 William T. Harris, "The Committee of Ten on Secondary 
Schools, Educational Review, Volume VII (Henry Holt and 
Company, 1894), p. 26. 
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the classical profession and its shortcomings. He feared 
that the classics would continue to suffer because there 
were only a few teachers who were truly prepared for their 
work. He also observed that a goodly number of teachers 
of the classics continued to instruct as they had during 
their first year of teaching. He noted that they had stop-
ped making fresh acquisitions and that they were losing their 
grip even on the knowledge of Latin they possessed. 89 The 
impression is that the majority of the profession was com-
prised of those who never possessed any competence to teaah 
their subjects and probably never would.90 Kelsey's words 
were uttered at the beginning of the decade when there still 
might have been time to address the problems. But such was 
not to be the case. Periodical articles made recommendations. 
Kelsey's recommendations were typical: 1) a higher 
standard of qualification for those who chose to teach classi-
cal languages; 2) a strengthening and broadening of Latin 
scholarship by attending conferences at stated periods; and 
89Francis \~. Kelsey, "Latin in the High School," Educational 
Review, Volume VII (New York: Henry Holt and Company, 18945, 
P• 20. 
90~., p. 26. 
3) a publication devoted to the interests of Latin and Greek 
in the preparatory and high schools.91 His remarks were 
largely ignored; only the third step was to become a reality. 
Despite professor Kelsey's intentions, general con-
ferences, conventions, and subsequent publications we~e uti-
lized to good advantage by the antagonists of the classical 
languages. Nicholas Murray Butler may have set the tone tor 
the decade when he reminded the classicists in 1896 that it 
should soften the asperity ot the teachers of Greek somewhat 
to recall that the very arguments by which they resisted 
the inroads or the modern languages were used not so many of 
hundreds of years before to keep Greek itself from edging 
its way into the curriculum at a11. 92 
Butler's comments constituted a stinging rebuke to the 
classics' opposition toward modern forP.ign languages. Another 
important educator of the day, C. H. Grandgent,·supervisor 
of modern foreign languages for the Boston public schools, 
pleaded for modern foreign languages as an alternative to 
the classics for college admission in the year 1896.93 Later, 
91Kelsey, ~· ~., p. 31. 
92Nicholas Murray Butler, "Is There a New Education?", Education-
al Review, Volume XI (New York: Henry Holt and Co., 189G), p. 69. 
93c. H. Grandgent, "The Modern Languages as an Alternative in 
College Admission Requirements," Educational Review, Volwne XI, 
(New York: Henry Holt and Company, 1896), p. 433. 
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as a professor of modern languages at Harvard University, 
Grandgent pursued his quest with great vigor and finally was 
to prove successful. 
President Charles W. Eliot of Harvard University, 
given the opportunity to welcome the Modern Language Asso-
ciation to its annual convention held in Cambridge in 1902, 
delivered the following words to those assembled, "Latin 
got its impregnable place in education while it was an in-
dispensable element in the daily life or important portions 
of each nation."9 4 Nor did Eliot deem it sufficient to men-
tion utility alone. He added that as the country developed 
industrial and commercial relations with the whole world the 
study of modern languages in school and college would more 
and more commend itself to the American people.95 
Writing in 1902, G. Stanley Hall, the renowned psycho-
logist, waxed lyrical even as he was acerbic," ••• (Latinists) 
are the rear guard • • • hoarse or thin and piping with age 
. . • the retreat of what was once a great army; but the grasp 
of this dead hand from the tombs of culture must be ~elaxed.rr96 
94charles W. Eliot, "Address of Welcome," ~, Volume XVII, 
(Baltimore, Md., Published by the Association, 1902), p. 1. 
95 ~.,p.3. 
96G. Stanley Hall, "The High School as the People's College," 
NEA Journal of Addresses and Proceedin s, (Chicago: University 
of Chicago Press, 1902 , p. 201. 
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William C. Collar97 of the prestigious Roxbury Latin 
School during the annual meeting of the National Education 
Association stated that one of the most striking facts of 
the educational scene was the changed and changing position 
of classical studies. He pointed out that Latin and Greek no 
longer held the predominance they once did. They were lo-
sing ground almost with every decade, and their value as in-
struments of training were more and more being called into 
question. Dr. Collar continued that it was no longer necessary 
to study Latin and Greek in order to obtain a knowledge of 
ancient life and thought, since everything or value for that 
purpose had been translated.98 
B. L. D'Ooge,99 a classicist or some repute, sought to 
respond to the various critics and assaults upon the classical 
languages. He stressed the classical position that there 
was a mistaken notion, always more or less prevalent, that the 
ability to speak a language stood for a great deal. He con-
tended that it counted for very little. 
97william c. Collar, NEA Journal of Addresses and Proceed-
iGgs, (Chicago: University of Chicago Press, 1896), pp. 568, 
5 9. 
98~., p. 569. 
99B. L. D'Ooge, "The Old and New Methods of Teaching Elementary 
Latin," Educational Review, Volume XII, (New York: Henry 
Holt and Company, 1896), p. 370. 
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Pressing the attack against modern languages D'Ooge 
continued that he was unwilling to aompro~ise with quality as 
the modern languages had done; voicing his displeasure at 
the foreign language advocates, he called them the "Philis-
tines arrayed against us."lOO 
D'Ooge and Collar spoke at the beginning of the decade. 
By 1905, the situation for classical languages was even 
bleaker. In 1901, MoultonlOl bemoaned the fact that ever since 
Charles France~ Adams delivered his speech attacking the 
results and goals or classical education converts to the new 
education magnified the sins of the past and struck.at the 
very foundation not only of classical study but of all higher 
education. 
Some Classical and Modern Foreign Language Interaction 
A comprehensive report concerning student enrollment 
figures was compiled in 1917 for the United States Bureau of 
Education. The report recarded five year intervals beginning 
in 1875. An examination of those figures for the· years 
lOCo'Ooge, ~· cit., p. 374. 
lOlF. P. Moulton, "The Latin Conference," NEA Journal of Ad-
dresses and Proceedings, (Chicago: University of ahicago 
Press, 1901), p. 581. 
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1895-1905 is most illuminating and revealing.l02 The two 
foreign languages that drew most student interest were 
French and German. The percentage or the student population 
pursuing French in public high schools rose from 6.52 per 
cent to 9.90 per cent during the decade. At the same time, 
the percentage of students pursuing German rose even more 
dramatically from 11.40 per cent to 23.69 per eent.103 
Several comments and interpretations may be made. 
Obviously, students who were studying languages were studying 
more than one language. Also apparent is the fact that Latin, 
~ecording to the figures, must have been one of those languages. 
On the other hand, Greek was being ignored in favor of a 
modern language by most of those pursuing language study. 
French was probably popular for its international and liteary 
value; whereas German was· deemed important because or its 
perceived research value. 
102German rose from 11.40% in 1895 to 20.25% of student 
enrollments in 1905; French from 6.52 to 9.14. Greek 
dropped from 3.10 to 1.45; Latin experienced a rise as 
Greek dropped; from 43.97% in 1895 to 50.21 in 1905~ By 
1915 Latin fell to 37.32%, Greek to .29%, French remained 
at approximately 9%, German had risen to 24.39%. The 
figures are contained in the report of the u.s. Commissioner 
of Education published in 1917, p. 487. 
10 3u.s. Bureau of Ed ti it 487 uca on,~·£__., p. • 
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Proponents of the modern .foreign languages had reason 
to be satisfied and complacent. The student enrollment 
showed significant increases. It was pointed out that the 
assumed aristocracy of the classics were giving way to a 
more democratic egalitarianism between the ancient and the 
modern tongues. The struggle between the two groups had 
developed to the point where modern linguists even encouraged 
the pursuit of Latin and Greek as satisfactory accessories. 
The implication was that in the rivalry between the classics 
and the modern foreign languages the latter would naturally 
gain the upper hand through democratic choice if nothing else. 
Perhaps the greatest blow of all to the classics 
occured not here but in Germany. American classicists had 
long looked to the German classical curriculum as their model. 
But Germany, so long the bastion of classical education and 
so closely imitated by American classical education, abo-
lished the compulso1~ study of Greek in 1902. The death 
knell had been sounded. Greek was all but interred. 
Summary 
The decade of 1895-1905 was one o.f deepening crisis 
for the classics and increased growth for the modern langu-
ages. 
80 
Plagued by overzealousness and complacency, proponents 
of Greek and Latin persisted in ignoring social and edu-
cational currents intent on sweeping them aside. New gene-
rations or entering students ten~ed to avoid the classics. 
The United States, in the meanwhile, was experiencing 
,-~-----~""" 
societal changes which required increasingly utilitarian 
skills on the part of the population, urbanization, and in-
dustrialization. Urbanization demanded a reorientation or 
massive population that infused the cities from rural 
America ,and fr~m abroad. Industrialization required in-
creased specialized training. The budding internationalism 
required languages, economics and other practical arts. 
All necessitated changes in public education. The changes 
involved movement away from the traditional mold or classical 
education. 
The classics were no longer regarded essential to 
general training of the faculties in preparation tor life. 
In taet, they became regarded too esoteric to be generally 
useful. More practical skills of immediate utility were ne-
ceabary. As a result, Greek, its appeal narrower than Latin, 
disappaared early and quickly. Latin began to lose its po-
sition in the rivalry with the modern foreign languages; but, 
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it held no longer due principally to its relationship with 
the more popular Romance languages. 
Throughout the decade modern foreign languages climbed 
gradually in popularity. The basis ror their widespread 
attractiveness was practical. They could be put to immediate 
use in earning a living. They could be used in pursuing ad-
vanced degrees. They were useful in the sciences and in the 
study or literature. In short, they served the same_ purposes 
that the classics had in the past, and they seemed easier 
to learn. 
The decade ended in 1905 with modern roreign languages 
gaining respectability and acceptance. The next decade was 
to find growing criticism levelled at the classics, and in-
creased acceptance and legitimacy or the modern roreign 
languages. 
CHAPTER V 
Crisis 1n Classical Languages. Growth of Modern Language 
Education: 1905-1915 
Introduction 
The decade that ended with the initial publication 
or The Classical Journal of the Middle West and South and 
The Classical Bulletin of New England was witness. to a major 
crisis in the classics. Greek had all but disappeared from 
the curriculum. Latin was barely holding its own and was 
coming under increasing fire. 
'rhe deeade 1905-1915 under discussion in this chapter 
heard an occasional lament ror the remnants of Greek as well 
as a strengthened rationale for the teaching or Latin •. In 
addition, modern foreign languages began to experience as-
saults upon their claim to a position in the curriculum with 
increasing frequency as their visibility increased. It is 
interesting to note that many advocates or the modern foreign 
l~guagea began to adopt and adapt much or the classicists' 
most cogent reasoning shaping them into a defense or foreign 
language status aa rightful subjects in the educational arena. 
Research has shown that the arguments were pursued prin-
cipally in the professional journals. Three national periodi-
cals with large circulation and wide influence, The Journal or 
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Aqdresses and Proceedings or the Na~1onal Education Association~ 
Educational Review, and Education regularly featured articles 
focusing on the conflict between the classics and modern tor-
eign languages. PMLA devoted itself almost exclusively to 
-
literature and literary criticism and remained aloof from the 
teaching or language qua language. The omission.is noteworthy. 
There was no national classical publication; as a result, 
great reliance was placed upon The Classical Journal. Publi-
shed under the auspices or The Classical Association of the 
Middle West and South. The Classical Journal included impor-
tant reprints from The Classical Bulletin or New England as 
well as articles and speeches from other critical journals 
or the period. The Classical Journal came closest to pres-
enting the predominant national thinking or the classical 
"profession." The themes or efficiency, economy or time, and 
practicality were among the major, significant constructs dealt 
with by the publications or the ea~ly 1900's. 
Classical Languages and the Periodicals 
-
The Classical Journal in its very first volume or 1905 
plead~d ror an improvement in the training or the teachers or 
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the classics. The same issue also focused upon the need tor 
curricular and teaching improvement, the need to upgrade the 
realla and to include such artifacts as maps, pictures, lan-
tern slides, statuary, etc., in order to make the classical 
languages as attractive as other subjecta.lO-
The venerable Thomas D. Goodell or Yale while argu-
ing for the retention or Greek and the broadening or Latin 
courses insisted~the consideration or the quality or student 
105 J performance precede quantity or courses available. . w. • 
Battle106 underscored a similar point. The depth or back-
ground. zeal, and teaching ability or the classroom instructor 
were cited as being critical factors in influencing studentn 
to initiate and continue classical studies. 
Try as they might to convince others or the value or 
Greek and Latin the classicists round no respite rrom criticism. 
This was so even though many recognized that the essential 
reason tor the decline or Greek and the assaults upon Latin 
104Frank Smalley, "Status ot Classical Studies in Secondary 
Schools," Educational Review, Volume XXXIV, 1907 (Rahway, 
New Jersey: Educational Review Publishing Co.), p. 524. 
105Thomas o. Goodell, "Our Problem and a Platform," The 
Classical Journal, Volume II, 1906-1907 (Chicago: UniVersity 
or cbicago Press), p. 22. 
l06w. J. Battle, "The Position or the Classics in the Education 
or tha Twentieth Centuey," The Claoaical Journal. Volume II, 
1906-1907 (Chicago: University of Chicago), p. 233. 
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was primarily the rapid development of other fields of study 
and a growing unhappiness with the 11old order."107 
The realists in the profession continued to speak out$ 
always striving to demonstrate a wider application of the 
classics. Generally, four major goals emerged as the chief 
ends of the classics represented by Latin. The goals were 
clearly delineated in The Classical Journal of 1907-1908: 
1) discipline, especially in the line of syntax; 
2) historical and archeological information-know-
ledge of the ancient world; 
3) culture-literary appreciation and enjoyment; 
4) the help given to English by a knowledge of 
Latin and
8
especially by the exercise of trans-
lation.lO 
The classics sought to reach out and convince others of 
their efficiency and the viability not only of their motives 
but of their methods. 
Many classicists parroted professor Goodell and con-
ceded that the time had long since passed when the Greek 
. 
107w. N. Stearns, "The Present Decline in the Study of Greek," 
Education, Volume XXVII, 1907 (~oston: The Palmer Co.), p. 164. 
lOBE. c. Green, "What is the Object of the Study of Latin in 
Secondary Schools?", The Classical Journal, Volume III, 
1907-1908, (Chicago: University of Chicago Press), p. 221. 
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requirement should be absolute in the colleges; Latin, it was 
· .. 
contended, however, must be maintained in the curriculum at 
all oosts.. The general national journals did not play an 
advocacy role but rather served as a pub li.c forum for ideas 
to be presented. The situation confronting the classics was 
aptly stated by Caverno, a frequently published classicist, 
"We are in the position or a disestablished church, and may 
as well face the problems of reorganization on the new basia 
of individual errort.l09 
In spite or the demise of Greek a few authorities 
refused to attend the funeral. In 1906, for example, in 
the race or the figures compiled by his own office, William 
Torrey Harris,llO head or the United States Bureau or Edu-
cation, was urging more widespread instruction not only in . 
Latin but in Greek. He argued that Greek was critical in 
the mastery or the terminology of the natural sciences. It 
was contended that since the terminology or the fields 
literally "bristled with Greek and Latin technical words," 
the classical languages were tar from dead. In fact, Harris 
argued that Greek was "quite alive" in the prefixes and sur-
fixes and roots or the words of the arts and sciences 
109Julia H. Caverno, How Can the Colleges and High Schools Co-
operate to Stimulate an Interest in the Study or Greek?", 
~~ Classical Journal, Volume III (University of Chicago Press, 
n!cngo), p. 277. 
1.,0 
""H .. S, Bureau of Education, 22.• ~., p. 487. 
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and humanities. 111 It was a theme that was to gather momentum 
and was to be reeochoed throughout the decade. 
The pleas of the few remaining advocates fell on dear 
ears and the enrollment statistics in the classics112 continued 
to plunge. The noted classicist and widely respected educator, 
F. W. Kelsey, also raised his voice in an effort to revive 
Greek and sustain Latin. He was no idle visionary. Despite 
his pleas Kelsey was more of a realist than Harris. He was 
fully aware that the former concept of a liberal education was 
moribund. Writing in the Education Review or 1906 he pointed 
out that most students elected their ~tudies with a view to 
future utility and that Latin and Greek tended to be taken 
in college chiefly by those who intended to become teachers.ll3 
He was correct in his assessment. The two roes of the classics 
were the elective system and th,e many new courses that provided 
immediate careers, including teaching; the roes were not new. 
They were, however, gaining momentum. 
lllw. T. Harris, "What Kind or Language.Study Aids in the Mas-
tery of Natural Science?", The Journal or Addresses and Pro-
ceedings of the NE~, 1907 CW!none, Minnesota: Pub!isfied by 
the Association), p. 74. 
112 48 Ibid., p. 7. 
-
ll3F. w. KelBey, "The Position or Latin and Greelc in American 
Education," Educational Review, Volume XXXII, 1906, (Rahway, 
New Jersey: -Educational Review Publishing Company), p. ~72. 
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The pragmatic appeal or preparing ror a career was com-
plemented by the pragmatism implicit in the call tor efficien-
cy. Classical languages found a new roe. The movement for 
efficiency was increasing in importance and many classicists 
sought to fend orr the attacks. The cudgel was taken up by 
the classicists alone. They did so because their classes were 
dwindling in number with &·concomitant increased per pupil 
cost. Later all education, and especially languages modern 
or classical, were to feel the impact or decreased enrollments 
and increase per pupil cost. At this time, however, it was 
argued by the defenders of "humanistic studies," a term inter-
changeable with classical education, that education ought not 
to be concerned with profit motivation as was the business 
field., but rather should direct its attention toward sti-
l 
mulating the intellect. It was further argued that the school 
or system which spends the least is not necessarily the most 
economical or efficient. 114 
The Case for Latin 
The assaults upon the classics were multiple. Classi-
114stratton D. Brooks, "The Dangers of School Reform," ~­
cational Review, Volume XXXI (Rahway, New Jersey: Educational 
~eview Pubi1sh1ng Company, 1906), pp. 206, 207. 
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cists were exhorted to exert every effort in order to retain 
Latin and, where possible, Greek in the curriculum. One 
finds, therefore, the beginnings or professional discuss-
ions concerning proper methodology. The assumption was that 
given the appropriate method the problem could be basically 
solved. This simplistic approach to the problem was to occur 
later in the century when modern language proponents made 
the same assumption. 
With remarkable determination Kelsey continued to press 
for both Latin and Greek in the curriculum. In 1907, he 
contributed yet another article to Educational Review in 
which he emphasized the import of the classical languages as 
excellent mental training. In this connection he deprecated 
spec1ficably the sciences and the modern languages. Flailing 
away at the evolutionists he accused them or accepting all 
new theories or learning and discarding all the old without 
leaving room for Latin and Greek. He contended that if any-
thing was to be considered it must be, in the new order or 
things, gradualism and not rad1calism.l15 
ll5p. w. Kelsey, "The Position of Latin and Greek in Ame-
rican Education," Educational Review, Volume XXXIII (Rahway, 
New Jersey: Educational Review Publishing Company, 1907), 
p. 10. 
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But the more usual circ~stance was to deal with life 
as it was. Many classicists reasoned that the attacks were 
possibly justified. They were convinced that the classical 
languages were intrinsically good; therefore, the answer 
must lie in the revision of outmoded methods. The call went 
out to teachers of Latin to bring more life and variety 
into their presentation of a "splendid and majestic literature" 
so that the progress of encroaching materialism would do it 
no harm. 116 
Multiple prescriptions were offered. It was proposed 
in 1910 by professor Gonzalez Lodge of Columbia University 
that the oral method of teaching Latin be adopted. He also 
acknowledged the prevalent insistence upon efficiency by 
stating that people at large were profoundly convinced of 
the inefficiency or the training in the classics which had 
been a major influence to that tirne. 117 The value of Latin 
as a tool to memorize English vocabulary was also stressed 
by Lodge. This point continued to appear in the periodicals 
or the time; the terms ~elevance, integration of studies, 
ll6Eugene Hecker, "Petrified Methods in the Teaching of 
Latin," Education Review, Volume XXXIV (Rahway, New Jersey: 
Educational Review Publishing Company, 1907), p. 38. 
ll7aonzalez Lodge, The Oral Method of Teaching Latin," 
NEA Journal (Winona, runnesota: 1910), p. 493. 
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efficiency and practicality became.as much the bywords of 
many classicists as they were of the modernists. 
What could not be accomplished by pleas for program-
matic revision it was hoped might be realized by improved 
quality or instruction. If Latin was worth teaching then 
it was worth teaching well. Articles focusing on method-
ology became more and more prevalent. Teachers were giving 
and receiving advice concerning technique and method. This 
represented the initial concerted effort to improve instruc-
tion. They were advised, for instance, to begin preparation 
for the next lesson in class rather than rely upon the stu-
dent to do so at horne; to make the time limit for assign-
ments realistic rather than punitive as they seemed to be; 
and to initiate classical clubs as an adjunct to class work. 
Calls were issued to teachers to bring influence to 
bear for the teaching of Latin in the grades below the 
high school level. 118 One is tempted to compare these efforts 
with the recent, abortive attempts to teach modern foreign 
l18a. c. Nutting, "Latiri in the Lower Grades.," NEA Journal 
(Winona, Minnesota: 1911), p. 635. 
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languages in the lower grades. Such efforts were of little 
effect, however, as the complaints concerning the quality 
of teaching and teachers persisted. The Commissioner or 
Education tor the state of Massachussetts, long looked 
to as a leader 1n educational affairs, lamented that in 
his state, as in most states or the union, there existed 
no organized an effective system of developing standards 
for high school teachers. 119 The lack of standards or "qua-
lity control" in appointing teachers doubtless engendered 
much of the external criticism and internal suggestions 
for improved methodology. J. Remsen Bishopl20 writing in 
the Educational Review or 1911 emphasized the point with 
his observation that the Latin classes he had visited 
consisted or committing rules and vocabularies to memory 
followed by a forlorn attempt to then put them into some 
dull sentences. 
ll9oavid Snedden, 11 The Certification or High School Teachers, •• 
Education, Volume XXXII (Boston: The Palmer Company, 1911), 
p. 335. 
120J. Remsen Bishop, "The Poor Results in Teaching Latin," 
Educational Review, Volume XLI (Rahway, New Jersey: Edu-
cational Review Publishing Company, 1911), p. 481 
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In the meantime, The Classical Journal dedicated 
much of its space to practical considerations in an effort 
to furnish the profession with the basis tor an improved 
methodology. Beginning with volume VII, 1911-1912, we find 
hints to help the classroom teacher. These included en-
cpuraging·teachers to use word-contests, illustrative material, 
photos, coins, mock-ups, and conversation in class.l21 The 
Classical Journal of 1912-1913 contained articles advising 
teachers to place emphasis on the roots of words, mechanical 
aids, spell-downs., and vocabulary contests as a means or 
uplifting the quality of instruction. 122 Another article 
in the same issue addressed itself to the discouraging 
aspects of classical teaching indicating that far too many 
pupil was needlessly confused and discouraged by the 
121N. E. Henry, "Live Factors in Latin Teaching," The 
Classical Journal, Volume VII (Chicago: University-of 
Chicago, 1912-1913), p. 491. 
122susan Paxson, "Hints for the Latin Teacher," The 
Classical Journal, Volume VIII (Chicago: University of 
Chicago Press, f912-l913), p. 35. 
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gormandizing tendency of the Latin courses which were far too 
broad.123 On the practical side, however, yet another article 
urged that oral drill with books closed take up at least one 
half the hour; that Latin be read aloud in class; that occa-
sional Latin conversation take place;.that little stories be 
told in Latin and summarized by the pupils; that some little 
memorization of "choice excerpts" be ass1gned.l24 Such then 
was the tenor of the suggestions to arouse interest, prove uti-
lity, practicality and continuity above all, 
Rather briefly a spirited dispute arose concerning the 
direct method of teaching Latin. There were those who de-
plored resorting to the method, "We may, indeed, safely a-
... 
dopt all that goes with the direct method except its direct-
ness."l25 On the other hand, there were others who were will-
ing to try anything that seemed to offer greater hope for the 
future, "We are firmly convinced that the direct approach, 
123Frances J. Brown, "The Humanizing of the Latin Teacher," 
The Classical Journal, Volume VIII, 1912-1913 (Chicago: 
University of Chicago Press), p. 111. · 
l 24s. o. Foster, "Live Latin", The Classical Journal, Volume 
VIII, 1912-1913 (Chicago: University of Chicago Press), p. 158. 
125H. E. Allen, "The Direct Method of Teaching Latin," The Clas~ 
s1cal Journal, 1912-1913 (Chicago: University of Chicago Press) 
p. 363. 
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126 given a fair trial, will solve the problem." 
R~sponses to the Assaul~ 
Two major strategies ror rebutting the assaults upon 
the classics emerged: 1) Arguments for the integration or 
Latin studies into the total curriculum, and 2) Increased 
focus up.on the value or Latin as a key to increased profi-
ciency in English. A third approach to the problem was the 
1 
focusing of attention upon the improvement or instruction. 
In order to protect their positions many classicists 
urged that the ancient classics be studied in English if 
not in Latin. The attractiveness or such a strategy was 
further enhanced by the argument that the approach would 
be of value to the total educational program. The expecta-
tion was that serious teachers of the classics would have 
an additional outlet for their talents. In that event if 
would also be possible to integrate classical studies with 
other humanistic studies. The attempt to correlate subjects 
was gaining momentum. Classicists pointed out that the study 
of the classics in translation could be made even more va~ 
luable as a purely cultural course by correlating it with a 
126E. c. Chickering, "The Direct Method in Latin Teaching: 
A Reply," The Classical Journal, Volume IX, 1913-1914 (Chicago: University or Chicago Press), p. 72. 
study of art as it interprets the religion and ideals of 
the Greeks and Romans. 127 Such an approach might today be 
termed interdisciplinary containing elements or culture, 
civilization, history and the lik.e. 
Despite the new rationale for continuing study and 
growth or the classics in a new form, pronouncements of 
the demise of the classics were still common. Aware that 
the struggle to sustain Greek was lost, a great many propo-
nents feared that Latin would perforce travel the same path. 
It was felt that the unrealistic standards imposed upon 
secondary school teachers of Latin by college and university 
professors would further accelerate the decline of student 
enrollments. High school teachers were being discouraged 
by "lay people who were dedicated to a heterogeneous, unsys-
tematic wasteful system which was at once materialistic and 
overly practical."128 In additionJ it was posited that 
collegiate requirements destroyed any interest because they 
insisted upon students acquiring a massive body of material 
which in turn required undue cramming.l29 The response was 
127r1abel Woodbury, "The Study of the Ancient Classics in 
English," The Classical Journal, Volume IV, 1908-1909 (Chicago: University of Chicago Press), p. 128. 
128Frederick M. Deforest, "College Requirements in Latin and 
the School Curriculum," Educational Review, Volume XXXVIII, 




to suggest to the colleges that they establish perfectly 
definite and uniform entrance requirements directed toward 
testing the knowledge of the language as a whole rather than 
of recall of specific works or authors. 
In 1911 1 Dr. Kelsey 1 l30 never one to concede easily, 
gathered together a slim volume of several essays that he 
excerpted from various periodicals. Taken from School Review, 
Educational Review, and The Classical Journal the essays 
were written by people from various fields: Law, Engineering. 
the Ministry, Psychology; in addition, there was input 
from a student. The intent was to demonstrate a widespread 
need for classical training even as a practical, utilitarian 
force. Despite this publication or a noted classicist the 
impact was no greater than that achieved by the articles 
themselves when they were originally published separately. 
Although it was becoming more common, change was not 
always pervasive. During 1910-1915, only an occasional 
voice was raised to remind the profession of the past glory 
of the classics. 
13°Francis W. Kelsey, ed., Latin and Greek in American 
Education 1 (New York, New York: The MacMillan Company, 
1911). 
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The Edward Davis 131 stated that the modern languages 
were not an adequate practical substitute because the stu-
dents neither traveled after school nor read in the language. 
Foster commented that the genius of a language could not 
be communicated in a translation. 132 The latter remark was 
an obvious reference to those classicists who sought to 
maintain the profession through the introduction of the 
classics in translation at least as a supplement. From 1912 
until 1915 very little appeared in the journals concerning 
languages. 
Whatever the solution might have been the suggestions 
for improvement reflected in articles of the Classical Journal 
. in 1913-1915 changed little if at all. The emphasis remained 
clearly upon classical languages and their contributions to 
the improvement of English. The dependence of the one upon 
the other became a marriage of convenience. Classicists 
were eager to theorize that the more Latin required in prepara-
tory work, the better the results obtained in college English. 
131Edward P. Davis, "A Brief for the Classics," Education, 
Volume XXXII, 1912 (Boston: The Palmer Company), p. 51. 
132B. o. Foster, "Live Latin," The Classical Journal," Volume 
VIII, 1912-1913 (Chicago: University of Chicago Press), 
p. 56. 
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It was contended that the foreign languages,did not demon-
strate the practical results claimed for them. 133 This slur 
was not very different from the beginning of the decade. 
Volume ten of The Classical Journal continued to stress 
the same themes of high caliber teaching, and the vital re-
lationship between the classics and English with which the 
modern languages could not compare or cornpete. 134 
The feelings of the classicists were aptly summed up 
by Partridge: "(The superiority of classical students over 
nonclassical students) is directly in proportion to the 
number of years the pupil has studied Latin, and that there-
fore, the superiority ••• is due not solely to initial 
ability but to the training he has received in Latin."l35 
Modern Languages Circa 1905-1915 
What took place in modern languages education during 
the decade? The PMLA can be dismissed as an effective 
-
l33p. M. Buck, Jr., "The Classical Tradition and the Study of 
English," The Classical Journal, Volume IX, 1913-1914 (Chicago: University of Chicago Press), p. 29. 
134n. R. Fairclough, "The Practical Bearing of High-School 
Latin," The Classical Journal, Volume X, 1914-1915, (Chicago: 
University of Chicago Press), p. 130. 
135E. A. Partridge, "High-School Latin: A New Phase of an 
Old Subject," The Classical Journal, Volume X, 1914-1915 
(Chicago: University of Chicago Press), p. 412. 
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representative of the profession. Although it had earlier 
played a major role in unifying and rallying the forces 
favorable to modern languages through suggestions for in-
clusion of modern language study in the curriculum, ~ 
had during the decade in question, turned to other matters. 
Whether this was an indication of a presumed firm position. 
of the foreign languages, or whether it was an unwillingness 
or inability to respond to criticism; or, further, whether 
it was felt that the response might best be made in other 
publications it is abundantly clear that the PMLA between 
1905 and 1915 included but one article that could not be 
considered esoteric or scholarly. 136 A reader of the ~ 
"would be left with the impression that modern foreign lan-
guages had become what classical languages had been some ge-
nerations earlier; the ~ gual nga of the educational 
scene. Equally arrogant in its neglect of the mundane 
problems of methodology, philosophy, instructional material 
and the like was the other prestigious foreign language 
journal, Modern Language Notes, published by the Johns 
Hopkins Press. That their aloofness was unjustified is 
136Frank G. Hubbard, "The Undergraduate Curriculum in Eng-
lish Literature," ~' Volume XX (New York: Kraus Reprint 
Corporation; 1967), pp. 254-268. 
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apparent from the problems that began to assail the pro-
fession by the end or the decade circa 1915. Perhaps not 
so peculiarly, the afflictions were much the same that ear-
lier beset the classics. 
While there was reason to believe that many of the 
problems confronting the classics would ultimately also be 
applicable to the modern foreign languages, the advocates 
of the modern foreign languages basked in the warm accept-
ance into the program of studies. Accordingly, they ad-
dressed themselves to relatively placid topics such as the 
nature of textbooks in use and possible revisions which 
would improve them. Typical of this attitude was the com-
ment in one article that "marginal notes ought to concern 
themselves with the more difficult idioms and that the 
easier vocabulary should be placed in the dictionary which 
must be used in any case when the texts are without vocabu-
laries."l37 The smugness was also reflected by the comment 
in 1908 that, "the foreign language pupil was taught to 
speak, write, and, above all to read a great many books in 
the mother tongue; that grammar was no longer queen as in 
137Kenneth Kaufman, "Imperfections in Modern Foreign 
Language Texts," Education, Volume XXVII, (Boston: The 
Palmer Company, 1907), p. 434. . 
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the classical languages but was rather the house maid."l38 
As late as 1909 similar smugness was revealed in 
Education. A single article devoted to modern foreign lan-
guages was concerned with the concept of gender in the Ger-
man language an~ how it might be taught to students; similar-
ly, Educational Review remained aloof from discussion of 
rationale, purpose or objective until 1909 when two major 
goals were proposed: students were expected to have the 
capacity to read, write, and speak the target language; 
MFL was to be a tool to ensure a better command of the English 
language. This latter point was obviously intended to place 
modern foreign languages in a competitive position with the 
claims for the classical languages as a supplement to the 
learning of the mother tongue; it is a restatement of the 
-
earlier rationale posited for the classics. 
All the while that the classics found their position 
weakened modern foreign languages sought to· fill the void. 
No longer was the mere ability to read, write, and speak, 
although responsive to the general demands of the tax-
paying public, a sufficiently compelling rationale. The 
l38Ernest L. Wolf, "Objective Aids in Teaching Modern 
Foreign Languages," NEA Journal (Winona, Minnesota: 
1908), p. 6ltl 
modern foreign languages needed new to tult1ll the previous 
{ 
promise or the classical languages legwnental disapline. 
Modern languages were included 1n the curriculum ror more 
than the utilitarian object which had originally led to their 
introduction into the nation's schools. 139 It was also felt 
that a merely oral method might be or immediate practical 
benefit but that its acquisition would neither last nor have 
any cultural effect upon the language ability or the pupil. 
Many others were in agreement with this opinion, reeling that 
too much attention was paid to the capacity to communicate 
verbally and too little to developing the skills or students 
read the literature cr1t1cally.l4° From 1912-1915 much time 
and many pages were devoted to discussions or economy and 
efficiency. The NEA Journal, in addition to the other peri-
odicals already mentioned, also ceased to give space to 
articles building a case tor or against the modern foreign 
languages. Doubtless, it too considered them legitimate and 
further discussion superfluous or redundant. 
Education 1n 1911, gave space to two articles on modern 
l39J. Henry Senger, "The Pinal Aim or 'Pore1gn-Language Study 
in Secondary Education," NEA Journal, 1911 (Winona, Minn.), 
p. 639. 
140Albert Leon Guerard, Literary Appreciation in the Study 
of Foreign Languages, its Opportunities and Limitations 
with Special Reference to the Study of French," NEA Journal 
1911 (Winona, Minnesota), p. 645. · ' 
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on modern foreign languages. The first attempted to demonstrate 
that the conversational approach was the most natural since it 
was psychologically sound, in that it proceeded from a discus-
sion of the immediate environment and the students' actions 
and reactions. 1~0 The second article is interesting from two 
points of view. One, it is an endeavor to "sell" the cultural 
value; and two, it seeks to raise the level of modern language 
scholarship, an indication possibly of the paranoia vis-a-vis 
classical scholarship--damning .those venerables as if in fact 
they monopolized the whole field for training in accurate 
scholarship. 141 
Even more strongly stated was the brief advanced for 
modern foreign languages in The Educational Review for 1911. 
The author argued that if the college teacher of either French 
or German strove to inculcate a respect for people and culture 
other than one's own he would then have both an enormous 
influence upon his generation and would enjoy great respect as 
a university specialist. 1~2 
140w111 G. Chambers, "The Conversational Method: Its Dangers; 
It3 Fundamental Principles," Education, Volume XXXI, 1911 
(Boston: The Palmer Company), p. 171. 
14lB. F. Harding, "A Secondary School Curriculum," Education, 
Volume XXXI, 1911 (Boston: The Palmer Company), p. 499. 
l42T. L. Blayney, "The Modern Languages as Cultural College 
Discipline," The Educational Review, Volume XLI (Rahway, 
N. J.: Educational Review Publishing Company), p. _487. 
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The discussion concerning modern foreign languages 
as an adequate replacement ror the classics continued. Not 
only was the kind or student pursuing modern foreign languag-
es improving, but the traditional opposition to the languages 
was weakening. Modern language courses as lengthy in duration, 
and as pretentious in content as in the classics were organized 
in several schools. 143 At this juncture an emergent referent 
point ror excellence in comparison to the classics was noted. 
The mark or an excellent classical language student now be-
came the mark ot a modern foreign language student as well. 
This stance did not appease many who felt that the drift was 
.in the wrong direction. Their position continued to be that 
whatever the pretentious nature or some courses the principal 
stress ought to be where it had been in the past, namely, on 
-the ability to read the written language and understand it.1•-
Esoteric Values and Methods 1912-1915 
One or the stanchest supporters ot modern foreign 
143c. F. Kayser, "May the Modern Languages be Considered as 
Sat1sfaetory;Substitutea tor the Classics?", The Education-
al Review, Volume XLIII, 1912 (Rahway, N.J.: The Education-
al Review Publishing Company), p. 458. 
144w. R. Priee, nAims and Methods in Modern Language Instruc-
tion," Educational Review, Volume XLIV (Rahway, N.J.: Edu-
cational Review Publishing Company, 1913), p. 139. 
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languages, an outstanding scholar and author, professor 
Charfes Hart Handschin,l~~ exploited his reputation and scho-
la~ship to convince the profession of the efficacy of the 
direct method. Writing in 1912, he explained that the reform 
method., as he called 1 t, was a direct method which demanded 
that the foreign language be used in the class-room; it 
was based upon thorough and scholarly preparation on the part 
or the teacher. He thus brushed aside the charge that modern 
foreign languages were for the less intellectually equipped 
and or little value. In addition, he admonished that a 
language to be a language must be utilized. 
To emphasize Handschin.'s position and to respond to 
lingering critics who claimed the modern foreign language 
study was not of the same value as the classics professor 
Charlemagne explored the topic. In 1913, he advanced the 
thesis that the world situation realistically required anyone 
who desired an international role to speak at least one con-
~ 
tinental language. The target language should be taught on 
the basis of the greatest efficiency with a view to its 
widest possible use in life. However, he pointed out that 
1115~. H. Handschin, "Problems in the Teaching of Modern Lan-
guages," Education. Volume XXXII, 1912 (Boston: The Palmer 
Company), p. 203. 
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there were difficulties which the modern language teacher 
raced that were unlike those or the classical language teacher. 
For example, the modern foreign language classes were he-
terogeneous in character in that they were not restricted to 
college preparatory students •. Non college bound students were 
also encouraged to pursue modern languages. This situation 
was scarcely known to teachert or the ancient classics. 
Ultimately, the ability to speak the language was gained more 
readily by a constant use in the classroom. 146 This was 
precisely the stress that appealed to professor Hendschin. 
Another pioneer in modern language study was professor 
James M. Geddes or Boston University. He accepted no com-
promises. He said that teaching a language by means or 
translation leaving out pronunciation as it was practiced 
,in most high schools, colleges, and universities was entire-
ly inadequate. Further, Geddes supported the position that 
instruction was or comparatively little use to a student who 
was unable to express himself and to understand a conversation 
in the language he was studying .. l47 
1~6Jean Charlemagne, "French in the College Course," Education-
al Review, Volume XLV, 1913 (Rahway, N. J: Educational Review 
Publishing Company), pp. 128-139. 
lll7James M. Geddes, Jr., "Oral Instruction in Modern Languages," 
Education, Volume XXXIII, 1913 (Boston: The Palmer Co.), p. 27. 
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A colleague of professor Geddes underlined the conversational 
approach as a panacea when he wrote that the time set aside 
for foreign language study was not nearly long enough, a 
complaint heard but a moment before in American classical 
education. As a consequence, it was reasoned that the method 
ought to be oral instruction bolstered by whatever mechanical 
aids were available.l~7 
The support for the oral approach continued to build, 
however slowly, in the professional journals. The oral· 
approach was also well received by external critics. It was 
maintained that the most economical and surest road to an 
appreciation of the literary printed language was by way 
or the spoken language; 1~ 8 a response to the insufficient 
acquisition or a language by teachers; to the efficiency 
calls of an economy-minded public and the business. commu-
nity; and t~ the university professors interested in the 
teaching or literature. The Educational Review in 191~ also 
addressed the matter. Mention was made that the lack of 
time, the little actual demand for the capacity to write, 
speak and to understand the spoken language, had rightly caused 
l47Louis J. Tesson, "Oral Instruction in the Modern Langua-
ges: A First Step Toward the Solution," Education, Volume 
XXXIII, 1913 (Boston: The Palmers Company), pp. 429-430. 
l~Bca.role A. Krause, "The Trend of Modern Language Inst-
ruction in the United States," Educational Review, Vol-
ume XLV, 1913 (Rahway, N. J: The Educational Review Pub-
lishing Company), p. 237. 
reading "power" to be emphasized. 149 Th! lack to time available 
in the school day for the teaching or languages provided a 
way out; emphasis was to be upon reading. It was reco5nized, 
however, that too great a stress on r~ading could lead to 
undue neglect or the oral side or instruetion.l50 
Economy and utility had their adherents in the pro-
fession. Some saw economy and utility being realized through 
improved methodology. Others saw it in more effective teacher 
preparation. Still others saw the two variables inextricably 
intertwined. This attitude finds almost romantic expression 
in the 1914 volume or Educational Review, "For indeed one ot 
the very first signs or efficient teaching is the joy or the 
pupils in their work, reflecting the happiness or the teacher 
in h1s."15l 
Another problem little noted and.even less di~cussed 
at the time, but nonetheless worthy or mention, was given 
brief attention in 1913. The issue centered around the reel-
ing that Americans started their foreign languages at too 
1~9William B. Snow, "Modern Language Study 1n American 
Public Schools," Educational Review, Volume XLV, 1913 (Rahway, N. J.· Educational Review Publishing Company), 
p. 375. 
l50Ibid., p. 375 • 
.......... 
L " l51A. W. Ballard, "Efficient Teaching of a Modern anguage, 
Educational Review, Volume XLVII (Rahway, New Jersey: Edu-
cational Review Publishing Company, 1914), p. 379. 
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advanced an age; 152 this was to become more or an issue much 
later in foreign language study when ~ programs were fun-
ded by the federal government. 
Summarl 
Beginning with 1905 the modern foreign languages 
began to consolidate their position in the program or studies 
or American schools and colleges. or the two classical tongues 
Greek was the first to succumb to the incursions of the modern 
languages. American educators and the public were no longer 
persuaded that the classics provided a valuable mental 
discipline and transmission or cultural values appropriate 
to the decade. 
Classicists attempted to encourage support for the 
profession especially through articles in various journals. 
Nothing helped. Fewer and fewer students pursued classical 
studies as more and more colleges accepted alternative 
admissions preparation; chief among the alternatives were 
the modern foreign languages. 
As the per pupil cost rose, the tax-paying public 
became even more disenchanted. As a result, the efficiency .; 
152Anna A. Diehl, "Further Thoughts on the Teaching of Mo-
dern Languages," Education, Volume XXXIII, l913(Boston: 
The Palmer Company), p. 379. 
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of the classical languages as a viable curriculum entry 
came under increased criticism. 
Although Greek disappeared Latin continued to main-
tain a position in the curriculum because or its relation-
ship to the Romance languages. Nevertheless, as has been 
shown, enrollments for Latin as a college preparatory sub-
ject dropped to less than fifty per cent of the students. 
During 1905-1915, modern foreign language enrollments 
continued to rise principally due to their immediate uti-
lity; the fact that they also represented a considerable 
literature and culture was an added advantage. Further, 
because modern foreign languages are less inflected than 
the classical languages, they appeared to be easier to 
teach and to learn. Consequently, modern foreign languages 
were an acceptable substitute for the classics. They had 
earned a place in the curriculum by the beginning of World 
War I. 
Between the two world wars modern foreign languages 
became a legitimate field of study equal to any other. 
After World War II, as the United States became a leading 
international, political force modern languages assumed 
even greater importance. Increased federal support for 
research and development in modern foreign languages led 
to increased visib1lty. It was not long after World War II 
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that the modern foreign languages began to experience the 
problems, frustrations and declining enrollments that the 
classical languages had undergone at the beginning or the 
twentieth century. Chapter six examines these phenoma. 
Chapter VI 
Between 1636 and 1915 the study of classical languages 
. 
and their placement in the curriculum had run gamut from 
vital center to museum piece, admired but not to be touched. 
The methodological orientation to~ teaching the classics had 
also ranged from one end of the spectrum to the other, from 
memorization to direct method to readings; from meaningless 
. rote to attempts at speaking. Nothing had helped. Modern 
foreign languages had supplanted the classics using the 
rationale or immediate utility, and providing students with 
the ability to speak a new tongue. 
Modern foreign languages never held a core position 
comparable .to that held by the classical languages. Grow-
ing numbers of secondary institutions required foreign lan-
guages for the scholarly, cultural, and practical usages 
catering to specific needs. Unlike the classics, however, 
they were never the cornerstone upon which the curriculum 
was erected despite the fact that leading colleges and 
universities insisted upon modern foreign languages for 
entering students. Since secondary schools were required 
to meet college prerequisites a place was reserved on all 
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rungs of the educational ladder for the languages. The hold. 
nevertheless, was at times precarious. Between the ~nd of 
World War I and the beginning of World War II decreased 
numbers of students pursued language courses. 
"Thus in the thirty year period from the end of World War I 
through World War II. language study in American high schools 
continued a gradual decline, until by 1949 Latin enrollments 
had dropped to 7.8% and all modern languages totalled only 
13.7%. Colleges responded accordingly."l53 
Interest in modern foreign languages, however, ga-
thered momentum with the entry of the United States into 
the Second World War. Translators and speakers of every 
conceivable language were in demand to expedite all manner 
of documents, conferences, codes, and the like. The mil!-
tary school of languages at Monterey pioneered in effective, 
rapid oral teaching/learning of languages. All day, every 
day was spent in manipulating the target language, an- ad-
vantage not obtaining in public education. 
With the full entry of the United States into the 
international arena following World War II the maintenance 
l53James E. Alatis, et. al.,"A National Foreign Language 
Program for the 1970tS,"ADFL Bulletin Volume 6 (New York: 
Association of Departments of Foreign Languages, September, 
1974), p. 7. 
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and development or a core of highly skilled multi-linguists, 
became of great import. The task of training these indi-
viduals fell principally to private institutions. As a 
result, more and more schools instituted new programs focusing 
upon language training. One or another or the Western 
European languages was offered in more than sixty percent or 
the nation's public secondary schools, a marked increase from 
pre-National Defense Education Act days. 154 With the dis-
bursement of government funds under the auspices of the 
National Defense Education Act of 1958 research and additional 
courses of training were encouraged. Languages gained greater 
and greater visibility. Few anticipated that rapid expansion 
created increased vulnerability. 
For a little more than a decade, from the late 1950's 
to the early 1970's student enrollment in the modern foreign 
languages skyrocketed and then plummeted to a state of ques-
tionable surv1val. 155 After reaching the zenith in the early 
1960's languages plummeted from required to optional status 
and finally to removal from many programs. r-todern foreign 
languages experienced in miniature and in a shortened period 
l54Donald D. WalshJ "Too Little too LateJ" The Modern Langua6e 
Journal, Volume XLIX number 2 (Menasha, Winconsin: February 
l965)J p. 347. "The percentage rose to 67.8 in 1962." 
l55william R. Parket, Q:Q.• cit., pp. 52-5:3. The per cent of 
enrollments rose from 16.4~n 1958 to 27.7% in 1968. Between 
1970 and 1972 ~rench and German experienced drops of over 18% 
for each year; Spanish dropped approximately 6.3% in total 
probably due to increased numbers of Spanish speaking immigrants. 
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of time the decline which overeame classical languages at 
the turn of the century. Freemanl56 pointed out that the 
language requirements were being dropped quite generally; 
he correctly pointed to the fact that the profession was no 
longer protected with a captive clientele guaranteed by 
college requirements. Re1nert157 accused the profession or 
apparently having learned nothing from the demise of Latin 
as a major language in standard school curricula. 
During the late 1950's the modern foreign languages 
responded to several external variables; financial support 
under the National Defense Education Act encouraged the de-
velopment of new technology and their inclusion in the school 
program. In turn, attention was directed to teacher training, 
chronological sequencing or languages in the curriculum, the 
interface between culture and language, between literature and 
language. The various responses, however, could not be 
articulated into a single pattern. 
l56stephen A. Freeman, "Modern Language Teaching Probl.ems and 
Opportunities for the Seventies," Modern Language Journal, 
Volume LV number 3 (Menasha, Wisconsin: March, 1971), p. 141. 
157Harry Reinert, Truth in Packaging ••• ror Foreign Languages," 
Modern Language Journal, Volume LVI number 4 (Menasha, 
Wisconsin, April 1972), p. 205. 
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At the beginning of the foreign language resurgence 
during the late 1950's colleges and universities supported 
the modern languages in the same manner as they had in an 
earlier age supported Latin and Greek: language acquisition 
became a requirement. Aside from English and mathematics, 
completion of a foreign language was most frequently required. 
Approximately half of the universities responding to a sur-
vey specifically recommended at least three years' study of 
one lan~uage, especially as an alternative to a smatter1ne 
of two or more.l58 
Although National Defense Education Act support was 
but three years old by the year 1961 there were already in-
dications that a renascence had occurred in the foreign lan-
guages. Peter Olival59 optimistically noted that there had 
been a renewed emphasis at all levels of instruction. Prior 
to the passage of the National Defense Education Act the 
struggle to maintain the foreign languages in the curriculum 
had been led almost exclusively by the foreign language 
158Andrew L. Pincus, ''What the Colleges Want from the High 
Schools," The Journal of Higher Education, XXXI, 1960, 
p. 265. 
159peter F. Oliva, "The Foreign Language Dilemma," Volume 18, 
number 4, Educational Leadershio, Washington, D. C.: Pub-
lished by the ASCD, Nea), p. 23~. 
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teacher. With the renewed interest on the part of the fe-
deral government and the consequent infusion of enormous 
sums of money powerful professional groups gave serious con-
sideration to the values and methods of foreign language 
instruction.l60 In 1960, $2,035,355 were spent under Title 
VI of the National Defense Education Act.161 By 1964, the 
total had risen to more than ~13,000,000. 162 Teachers and 
administrators climbed aboard the bandwagon if for nothing 
more ~han the public relations benefits which would accrue. 
Lip service was better than no service especially if public 
taxes could be lowered by applying for government grants. 
The funds put a halt for some time to the indifference 
in many quarters, the antagonism in others. Wider appeals 
were made to initiate foreign language instruction in the 
educational careers of American students. It was felt that 
effective, early beginnings in foreign language training 
160oliva, Q2• cit., p. 236. Parker's compilation of figures 
also indicates a climb in modern foreign language enrollments 
of almost one million students between 1958 and 1961. 
161Annual Report of the u.s. Department of Health Education 
and Welfare, (Washington, D. C.: u.s. Government Printing 
Office, 1960), p~ 216. 
l62Annual Report of the u.s. Department of Health Education 
and Welfarel (Washington, D. C.: u.s. Government Printing 
Office, 196~), pp. 238-2~0. 
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could provide not only a firmer but a wider basis for the 
teaching of languages on the secondary and collegiate levels. 
It was stated that until it was possible to effectively 
place modern language programs in the primary schools with 
complete sequences over a period of six to eight years the 
United States would continue to fall short of the linguistic 
standards of other educational systems.l63 This opinion 
received considerable encouragement from a powerful quarter 
when Kenneth Mildenberger, Chief of the United States 
Office of Education wrote, "I have not the slightest.doubt 
that the dramatic advent of FLES is prompting and hastening 
the anima.tion in language instruction at higher levels. n 164 
Included in the delineation of the significant components 
of instruction were vocabulary learning, pronunciation, drill, 
grammar, and understanding about people, places.and cultures 
of the country from which the language emanated. 165 The 
importance of being able to communicate orally was also 
stressed as reflected in the criteria setting for achieve-
ment, "There is clearly a need to base marks on oral, not 
163John E. Allem III, "The Case for Foreign Language Teaching," 
The ClearinB House, (Teaneack, N.J.: September, 1960), p. 31. 
164Kenneth Mildenberger, "Foreign Languages in the Elementary 
School," NEA Journal, Volume il9 (\'!ashington, D. c.: 1960), p. 36. 
165walter A. Wittich, "New Approaches to Language Learning," 
The Nation's Schools, (Chicago: The ~fodern Hospital Publishing 
eompany, May, 1960}, p. 66. 
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written· achievement if the oral-aural goal so often espoused 
is truly to be obtained."l66 
There were voices that called for clearly laid out 
strategies of foreign language teaching which called upon the 
skills inherent in other disciplines. Moulton, 167 a noted 
language authority, pleaded for the profession to combine 
the practice of the most skilled teachers with the language 
theory of the linguists ·and the learning theory of the psy-
chologists in order to evolve a theory of language lea~ning; 
he felt that only then could the profession lay claim to 
the status being sought. 
How successful the decision to build foreign languages 
as a mainstay of the curriculum was may be seen from data 
compiled in 1960: Modern foreien language enrollments in 
public secondary schools from grades 9-12 showed an increase 
of 1917 per cent over 1959, and an increase or 4~.5 per cent 
since the fall of 1958. 168 Obviously, federal financial sup-
l66Paul Pimsleur, "Incidental Learning in Foreign Language 
Learning," Journal of Educational Research, (Madison, Wisconsin: 
Demar Publications, November, 1960), Volume 54, p. 114. 
167 Robert F. Reeming, "Fundamental Values of Foreign Language 
Study' II The r-1odern Language Journal' Menasha' Wisconsin: 
December, 1960) , p. 347. 
168 J · Wesley Childers, ''Foreign Language Offerings and Enroll-
ments in Secondary Schools " Fall 196o PMLA LXXII number 4, September, 1962, p. 1. ' , ____ , 
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port coupled with the desire of the colleges and universities, 
among other institutions, to acquire those funds inspired 
the re-awakening'of interest.in the area of foreign languages 
at a time when interest had begun to ebb.169 Walshl70 reported 
college statistics which indicate that between 1957 and 1961 
colleges with a language entrance requirement rose from 
28.5 per cent to 31.6 per cent; colleges with successful 
completion of a language study requirement rose from 84.8 
per cent to 85.9 per cent. The movement was upward. 
Issues in the Early Sixties 
It has been suggested that the period from the late 
fifties until the early seventies was witness to the same 
range and nature of issues evident in the controversy sur-
rounding the classical languages some three generations 
earlier. During the first part of the 1960's there appeared 
to be a great deal or casting about for direction. Except 
for the new gadgetry afforded by technology and some attempts 
to initiate an oral/aural methodology little seemed to have 
changed. 
169Annual Reoort Health Education and Welfare, 1960, 2£· cit~, 
p. 21 • 
17°nonald D. Walsh, "The MLA Foreign Language Program," ~. · 
LXXVI, May 1961, p. 16. 
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As in the 1905-1915 decade, questions of how much time 
of the school day could be devoted to language learning were 
raised. Sequencing of language in the curricula was also an 
issue. If increased numbers of students were required 
to pursue foreign language study the questions of time and 
space had to be answered for the purposes of determining 
faculty size, program features, and financial base. The 
same questions were posed when one began the study of 
classical and modern foreign languages. In 1960, Kettlekampl71 
posited that more research was needed to determine both 
the minimum amount of time necessary to acquire foreign lan-
guage mastery, and the methods through which optimum results 
could be achieved within the time allotted in the school 
programs. The fuain difference between the past and the 
present was that in the late fifties and early sixties funds 
to search for the answers were available. Indeed, the 
questions to be asked and the approaches to be followed 
were already determined by legislative guidelines. National 
Defense Education Act guidelines stipulated that support 
was to be for the purchase of new equipment for education 
in the foreign languages; for the development of better 
techniques; and for the language institutes which it ~as 
17loilbert c. Kettlekamp, "The Time Factor in Beginning 
Foreign Language Classes,'' The Modern Language Journal 
(Menasha 1 Wisconsin: February, 1960), p. 68. 
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hoped would acquaint teachers with recent developments. 
National Defense Education Act Title VI expenditures on 
'foreign languages were $2,000,000 plus in 1960,172 $13,000,000 
plus in 196~, 173 $10,000,000 plus in 1969. 174 
Despite the increasing emphasis placed upon the im-
portance of studying foreign languages and the infusion of 
federal dollars into foreign language instruction and train-
ing the numbers of students did not increase to the desire 
extent. 175 The percent in public high schools rose from 19.2% 
in 1959 to 21.7% in 1960, eventually to 27.7% in 1968 but 
dropped to 26.4% in 1970. It has dropped by 10.6% since. 
"Between the fall of 1970 and the fall of 1972 there has 
been a loss of more than 100,000 students" at the college and 
university leve1. 176 It was the feeling of some that the 
demands of successful foreign language study were the cause or 
l72Annual Reports, U.S. Department of Health Education and 
Welfare (Washington, D. C.: 1960), p. 216. 
l73Annual Reports, u.s. Department of Health Education and 
Welfare (Washington, D. C.: 1964), pp. 238-240. 
l7~Annual Reports, u.s. Department of Health Education and 
Welfare (Washington, D. C.: 1969), pp. 305-307. 
175James E. Alatis, et. al., ~· ~., p. 8. 
l76"sumrnary of Public High Schools Enrollments in Foreign Lan-
guages," ADFL Bulletin, (New York: Association of Departments 
of Foreign Languages, December, 1972), p. 21. 
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its lack of wider appeal among the students. 177 Others tended 
to reject the assessment that the demands were too rigorous 
although admitting such consideration ought to receive a 
wider hearing. 
The lack of greater popularity accorded the language by 
students may have also been a function of inadequate and inap-
propriate teacher preparation. For example, some states still 
had no requirements directed to the level of proficiency or 
foreign language teachers. The situation resembled the status 
of the classical profession of a hundred and two hundred years 
earlier. The magnitude of the deficiency was illustrated by 
the fact that as late as 1961 no state required that its 
public school foreign language teachers possess the ability 
to speak the languages they taught. 178 
By the middle of the decade of the sixties some pro-
fessionals felt sufficiently secure ~n their position to 
fall back upon a truis~ of the classical past: "The deeper a 
student penetrates into the secrets of a foreign language, 
the more he will be surprised by the richness of his own 
177Robet F. Roeming, "Pundamental Values of Foreign Language 
Study," The :'.fodern Lan,uage Journal (~~ens aha, Wisconsin: 
~ecember, 1960}, p. 34 . 
17 8\.'lilliam Giels, "State Certification in Foreign Languages," 
The Modern Language Journal (~enasha, Wisconsin: February, 
!961)' p. 61. 
125 
tongue of which he was not aware." 179 
Many signs seemed to point toward a genuine reawakening 
of interest in the foreign lan~uages, the government con-
tinued to encourage research through the infusion of vast 
sums of money for research projects, institutes, and the 
like; and university people were encouraged to investigate all 
avenues of possible benefit to language learning, the de-
velopment of theoretical constructs and their application. 
Students were urged to pursue foreign language study. 
The security sensed by the profession may have been 
more perceived than real. Not all were overcome by the op-
timism that prevailed during the early sixties. By 1965, one 
authority at least sa\\' some clouds. on the horizon: "It is 
now clear that the inevitable reaction is setting in, and 
that the audio-lingual method is coming under fire from 
both the traditionalist and from its former supporters."180 
In spite of the massive infusion of money, the increased 
attention to instructional strategies and material deve-
lopment the modern languages were still not without their 
share of failur~s. The volumes of research had not produced 
179Editor1al, "The Cultural Value of Foreign Language Teach-
ingl11 The Language Journal_ (r.'!enasha, Wisconsin: December, 
196~)' p. 483. 
180o. C. Hawley, "In Search or a Synthesis," The Modern Lan-
6uage Journal, (Menasha, Wisconsin: January, 1965), p. 19." 
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the anticipated meta~orphosis; the language laboratories had 
not instilled in most students the degree of knowledge expected. 
The oral class drills had not permitted a mastery of the 
patterns of the target language.l8l Grammar still had to be 
learned and struggled with at some stage. Even a modicum or 
success, it was discovered, required too extensive exposure 
for the schools to handle. 182 
To underscore what many felt to be true a national opinion 
poll conducted for The Nation's Schools in 1965 reported that 
teachers, administrators and tax-payers generally felt that 
elementary systems were just toying with foreign language 
instruction and that the result was a waste of time and effort. 183 
The evalutation was .proper; by 1972 Kunkle184 published an 
article entitled Now that FLES is Dead, What Next? Indeed 
poort instruction at t.he elementary level maY even hava turned 
a great many students away from lru1guage study later in their 
1810. C. Hawley, "In Search ot a Synthes1sl" Modern Language 
Journal (Menasa, Wisconsin: January, 1965J, P• 19. 
182Helene l\t. Cassidy, "The New A-V Student," tl9dern Language 
Journal· (Menasha, Wisconsin: January, 1966), P• 16. 
183opinion Poll, The Nation's Schools (Ch1cago: 4 The Modern Hospital Publishing Company, 1\larch, 19 65), P • 7 • 
lSltJohn F. Kunkle, "Now that FLES is Dead, What. Next?'' Edu-
cational Leadership ( ivashington, D. c. : Published by ASCD or 
the NEA, February, 1972), p. 412. 
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school year. It was not only at the elementary level that 
languages had to answer the charge of being merely ornamental. 
Pressure was beginning to mount for the removal and/or reduction 
or the foreign language requirement for doctoral candidates 
except in cases where languages were considered absolutely 
essential to the problem under resea1~ch. Admussenl85 found 
that one-third of the graduate schools responding had dropped 
the foreign language requirement. 
As had occurred in classical language education the 
desirability of modern foreign languages a~ an option for 
students rather than a requirement began to be seriously 
discussed. It should be recalled that when the elective 
system was first introduced during the final two decades 
of the nineteenth century enrollments in Greek and Latin 
began to experience attritio~ in response to the growing 
options. Foreign languages might well have heeded the pre-
cedents of the past. The semingly inordinate length of time 
required to acquire a foreign language due to its multiple 
ccmponan.ts placed it high on the list of subjects \1h1ch 
would suffer loss of student enrollment as the increased 
lB5Richard L. Admussen, "Trends in the PhD. Language Require-
ment," r;todern Langua7,e Journal <!•1enasha, 111sconsin: October, 
1967), p. 347. . 
128 
availability of options and individually tailored progr~~s 
of study gained momentum; such momentum t'las in fact being 
generated even at the secondary level.l86 The best of many 
me.thods and techniques combined into a synthesis so that 
the student could be guided into one which would· "beat suit 
his particular abilities."187 
There were many excuses advanced for the problems 
faced by the modern foreign language profession. The short-
age of qualified tea~hers, inexperience in the audio-oral 
methodologies and materials were commonly c1ted.l8B Little 
progress in the training of teachers and the development 
of more effective teaching strategies had been made. There 
were the same failures. There had been very few successes. 
Tte same calls for action tha:t had been made to sa~e the 
classical languages from their myri!d problems were now 
being m~de in hehalf of the modern foreign languages. Insist 
on more time in the curriculum because there was a lack of 
time; revise teacher preparation programs because teachers 
186Roy L. Cox, "Elective Courses: Gaining State Approval," 
Educational Leadership (Washington, D. C.: Published by the 
ASCD, NEA, December, 1964), Volume 22, p. 3. 
187Kenneth D. Chastain, "A Methodological Study Comparing the 
A-L Habit Theory and the Lognitive Code-Learning Theory-A 
Continuation" Modern Langua5.e Journal (Menasha., Wisconsin: 
April, 1970), p. 266. 
188Elton Hocking, "Casting Out Devils, rt NEA Journal (Vlashington, 
D. c.: January, 1965) 9 Volume 22, p. 3. 
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were unqualified; improve and broaden methodological studies 
because proper methodology was lackine. 189 And yet the 
profession could not decide upon a unified approach to attack 
the problem. 
Methodolos~ and the Place of Language Instruction 
The audio-lingual approach has been considered the 
panacea, the solution to all the difficulties or the past. 
And yet in 1965 the audio-lingual habit theory was no long-
er perceived by everyone to be consistent with (the) latest 
learning theory.l90 Despite the continued popularity of the 
method not all the results supported the approach. A study 
performed at the University of Florida, one of many, con-
cluded that the audio-lingual method accelerated the drop-
out rate at that institution. 191 Results or other studies 
indicated that no direct relationship between student reac-
tions to laboratory activities and the actual learning 
189rv1ax Oppenheimer, Jr. , "Foreign Language ~~tudy-Neglected 
Dimensions" The Educational Forum (Henasha, Wisconsin: Pub-
li3hed by Kappa Delta Pu~lishing Co., 1972-73), pp. 280-285. 
19°John B. Carroll, "The Contributions of Psychologlcal and 
Educational Research to the Teaching of Foreign Languages," 
The Modern Language Journal (Menasha, Hisconsin: February, 
1965), p. 281. . 
191Robert F. Roeming, ''Issues We t-tust Fact - An Editorial" 
The .~l'!odern Language Journal (Menasha, Wisconsin: r1ay, 1965), 
p. 309. 
effectiveness or laboratory activities could be ver1f1ed.l92 
Although these are merely a few of the reports they are 
representative or many more such as Roger Pinet's "What's 
New in Curriculum" which appeared in The Nation's Schools, 
August, 1969; Hawley's, "In Search of a Synthesis," !!!!. 
Modern Language Journal, January, 1965; John R. Carroll's 
"The Contribution of Psychological Theory to the Teaching 
of Foreig!' Languages" Modern LanfSuage Journal, May, 1965; 
Mueller Twiersma' s "'rhe Effects of Language Laboratory Upon 
Foreign Language Achievementn in The Modern Lantuage Journal 
of October, 1967; Walsh's report in PMLA or May, 1965, 
-. 
entitled The Foreign Language Program; Bull.and L~ Madrid's 
"Our Grammar Rules are Hurting Us" in PMLA of November, 1971. 
-
The findings struck at the growth of the audio-lingual 
method and programmed instruction which had come close to 
achieving the status or dogma. Surprisingly, such findings 
were initially reported in the professional journal. Criticism 
of the method became almost a standard theme or articles pub-
lished in The Modern Language Journa~. Interest in the meth-
odology of teaching m.odern foreign languages waned in the 
192charles o. Neidt and Dalva E. Hedlund, "Student Reactions 
to High School Language Labo:ratory Activities," The Modern 
Language Journal.(Menasha, Wisconsin: December, 1965), 
p. 475. 
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general periodicals; public and governmental zeal eroded. 
Belascol93 affirmed what many thought. Despite the ease 
with which students performed, not many could understand 
or speak the language outside or the ordinary classroom 
situation. The attack upon ALM continued with the con-
tention that the audio-lingual approach was tar more lingual 
than it was audio, that the most-underestimated and least 
' understood aspect of foreign language study was aud1o-
comprehens1on.194 
By the year 1966 in an effort to overcome some of-the 
apparent deficiencies of the ALM, programmed materials 
were introduced. It was hoped that programming would in-
dividualize instruction and thus encourage more students to 
continue studies at their own pace with a concomitant re-
duction of pressure. This effort also was to fail, as the 
enrollment figures indicated above suggest. 
The Issues of the Late Sixties and Early Seventies 
t 
Between World War I and World War II languages had 
slumped. They peaked for about a decade after the. second 
World War and then dropped again. 195 The last decline may 
193s1mon Belasco, "Nucleation and the Audio-Lingual Approach," 
The Modern Language Journa~ (Menasha, Wisconsin: December, · 
1965), p. ij91. 
l9 4Ibid., P• 491 • 
........... 
l95Alatis, !l !l, 2a• ~., P• 8. 
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indeed be the last one if we accept the example of the 
demise or the classical languages. The outlook for the 
foreign languages began to look bleak beginning with the 
middle or the 1960's. The professionals were questioning 
what was happening in foreign language instruction. Des-
pite the worthiest endeavors the modern languages were 
suffering the attrition or interest and erosion or numbers 
that plagued classical languages some fifty to sixty years 
earlier. 196 
By 1968, the earlier dilemma ot the modern languages 
reemerged; how to minimize the drop-out rate. 197 Once 
again methodology became an issue or vital concern. It was 
admitted that there was little or no proof or the superiority 
or one method over another or or any combination or ap-
proaches.198 This in itself was an admission or a signifi-
cant truth. Accepting this as true teachers tried to return 
196 8 Alatis , et al, 2E.. cit. , p. , and William R. Parker, 
~· £!l., pp: ~-53~ Summary or High School Enrollments 
ADFL 2P..• 2!l· , p:. 21 .• 
I ! 
197p. Paul Parent, "Minimizing Dropouts in the Foreign Lan-
guage Program," The Modern Language Journal (Menasha, Wisconsin: 
October, 1968), p. 354. · 
l9 8Hersch.el J. Frey, "Audio-Lingual Teaching and the Pattern 
Drill," The Modern Language Journal, (Menasha, Wisconsin: 
October, !968), p. 354. 
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to times past through explication or grammar, use or English 
in the classroom, use or translations and other traditional 
devices. 199 
The return to the past as an answer was or concern to 
some who saw it as self-defeating. Caso200 complained or 
institutions or higher learning that so often required students 
to pursue something completely unrelated to contemporary 
needs. Modern foreign languages had returned to an earlier 
age. The classics too were dethroned for reasons or ir-
relevance. An article cited in Education Digest or April, 
1970, addressed that very point. In it the authors asked 
the profession to examine their programs tor relevance.2°l 
l99noger Pillet, 11Spec1al Report: What's New in Curriculum, 
Foreign Languages," The Nation's Schools (Chicago: The 
Modern Hospital Publishing Company, August, 1969), Volume 
84, p. 41. 
200Adolph Caso, "Language Programs are Shortchanging Our 
Students," Education Di~est (Ann Arbor, Michigan: Prae.lsen 
Publications, gay, 1969 , pp. ~8-49. 
201caesar s. Kirsten and Vesperella E. Ott, "Your Foreign 
Language Program - Irs it Relevan.t?", Education D1fest, {Ann Arbor, Michigan: Praelsen Publications, Apr 1, 1970), 
Volume XXXV, p. 55. 
13it. 
' 
Many such articles dealing with relevance. or the lack there-
of began to appear in the periodicals. It was claimed 
that language learning was surely justified if it enabled 
a large number or people to communicate in a foreign ton-
gue with reasonable success.2°2 The trend away from the eso-
te~ic and toward the optional continued as a new spirit or 
independence among students made them question the assump- · 
t1ons and routines that made foreign languages a peripheral 
subject which was elected primarily to satisfy college 
entrance or graduation requ1rements.2°3 As with Latin and 
Gre·ak almost a century before the modern languages were 
protected by the colleges who thus forced the secondary 
feeder institutions to carry them in their program of 
studies. Left unprotected they shrank away. 
§ummarz 
Little more than a decade had passed since 1958 
when the federal government initiated efforts to create a 
202Michael Howe, et al, "Motivational Factors in Learning a 
Foreign Language,w-Peabody Journal of Education, (Nashville: 
Peabody College, 1969-1970), Volume 47, p. 30. 
20 3Ee Hocking, "Technology in Foreign Language Teaching," 
The Modern LL~guage Journal (Menasha, Wisconsin: February, 
l9"7o),p.9o. 
135 
nation or linguists. By 1972, foreign languages had descen-
ded from a vital placement w1th1ng the curriculum to elective 
status at best. The impact or electronic gadgetry and the 
new materials had largely worn ott by the late sixties. 
Modern foreign languages were to return to the doldrums 
remeniscent or the four decade period between 1920 and circa 
1960. 
Comparable to the classical languages in an earlier 
period foreign languages in the late 1960's were discussed 
as a scholarly tool. Issues or class size and teacher 
preparation were also topics of discussion. It was suggest-
ed that foreign languages concentrate on and stress their 
practical value and surrender to the demand or contemporary 
life. 
By the 1970's the vast sums or money necessary to 
undertake further research had dried up. The financial 
largess or the sixties had coincided with, and was related 
to, the widespr~ad adoption or the audio-lingual method or 
language teaching, the utilization or electronic equipment, 
programmed materials, and other ;inguistic and cultural 
teaching aids. 20 ~ By the 1970's the impetus had died. The 
204J. Parke Renshaw~ "Foreign Languages and Intercultural Stu-
dies in Present-Day College Curricula," The Journal of Higher 
Education, Volume 43 (Columbus: Ohio Stite University Press, 
~72), pp. 295-296. Renshaw also mentions that of 235 respond-
ing schools, 102 abolished or reduced the language requirements, 
or have expanded the options open to students. 
136 
much hoped for rebirth conditional upon beginning the 
study or foreign languages in the elementary schools had 
was no longer perceived to be a realistic hope.205 
Perhaps the array or confusing articles, papers, 
books, and research of the professionals or the quasi-
professionals contributed to the quick rise and near demise. 
Contradictory findings and inconclusive arguments were surely 
no help; on the contrary, they appeared to undermine public 
conf1dence. 206 
Foreign language advocates, having lost their foothold 
as an integral portion of the program or studies, were 
still hopeful, "Who knows? One day our classes may be alive 
~' 
with students actually wanting to learn foreign languages, 
205John F. Kinkle, "Now that FLES 1s Dead, ·what Next?", 
Educational Leadersh1R, Volume 29, number 5 (Washington, D. C.: 
Published by ASCD, NEA, 1972), p. 412. The main contributors 
to the situation, according to the article, appear to be 
lack of time and teacher incompetence. 
206:.tax Oppenheimer, Jr. , "The '!"oreign Language Study - Neg-
lected Dimensions," The Educational Forum (Menasha, Wisconsin: 
Phi Delta Kappa, 1972-1973), Volume 37, p. 280. The author 
also points out that students consider foreign languages un-
essential to a liberal education and that they are disap-
pointed in the level of proficiency attained. 
-----------
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actually learning them.n207 
Foreign languages differed from the classical langua-
ges in the sense that they, by definition, were alive. 
But beyond that they suffered the tate ot the classical 
languages for largely the same reasons. 
207victor E. Hanzell1, "Foreign Language Teachers and the 
'New Student', a Review Article," The Modern Ls.n&ua.~e Journal, 
Volume LV (Menasha, Wisconsin: January, 1§71J, p. 1. 
Chapter VII 
Sununary and Recommendations for Further Study 
Several vo~iables Rrfected the student o£ roreign 
l:mguage studies in the totQ.l curriculum: societal 
pressures and values, the mental discipline of the lan-
guages, methodolsgy and learning outcomes. Directly re-
lated to the foregoing were the continuing issues ef 
utility and relevance. Foreign languages overtook the 
classics in response to their outdatedness and the pub-
lic c~lls for replacing the classics. 
From 1890 until 1915 public secondary school en-
rollments increased from 202,963 to 1,328,984. 208 Si-
multaneously, the percentage of students enrolling for 
209 
modern foreign langta.ges increased .from 16.3% to 35.9%. 
At the s~e time enrellments in Latin, ence the undispu-
ted m:;_instay of the curriculmn, dropped from over 50% 
to ~-7~$' rising briefly to 37.3% be~ore plunging to 
210 
single numbers. Greek h~d virtually disappeared from 
the curriculum •. Less than one per cent ef the student 
208 -Will13ln R. Parker, The National Interest a.nd Forei 
L~n~a.ges, (United States a onal Comm ss on 
No.tons Educ~tiona.l, Seientific, and Cultur:a~ 






pepulation was studying in 1915. Soeietal pressures 
had clearly had an imp~et. The proponents of the mo-
dern langn~ges h~d stepped into the breach, pleaded 
their ease and suoeeeded insubstituting the modern fo-
reign l~ngua.ges fer the classics. The eombin~.tion of 
seci:a.l pressures snd the initiative of the modern foreign 
language pr~ponents resulted in decreased numbers of 
students willing to pursue the ol::~.ssios. 
In the thirt~ year period following the end of 
Horld War I decreased percentages of students pursued 
any foreign lan$Uage study. The problems associated 
with the learning of L~tin :tnd Greek, while mitigated 
in the study of the modern foreign laneuages, nonethe-
less appeared to pose serious if not insurmountable 
obstacles in the latter as well. Als~, there was not 
a perceived need f0r studying the modern lRnguages in 
a world in a depressed economic st~te. Alatis211 points 
out that the enrollments in Latin plunzed to 7.8% ~d in 
the modern lanzu~se~ to 13.?% by the ye~~ 1948. 
211 
James E. Alatis, e.t al., "A Nation~l Ferei~ Language 
Program ror the 1970's"'," ADFL Bulletin Volume 6 (Asso-
ciation of the ADFL, New York," New York, September, 
1974), p. 7. 
J.4o 
Fe1lowing World War II the United states bceame 
actively involved in international affairs, nnd the 
need for accomplished linguists inoreased. Congress, 
the ultim~te mirror of society's influence ~nd pressure, 
passed the Nation;~_l Defense Educ~tion Act in 1958, and 
foreign langu2ge study was funded under Title VI. For 
a. while research, institutes, and laboratories :!lbeunded. 
However, the figures for the lnst three years pr0Vide 
interesting information. In 1971 $3,279,154 was ~ppro­
priated; of this sum :~3,263,154 was utilized. In 1972 
the estimated allocation was ~~,940,000 of which 
~1?5,982,082 was used. In 1973 the estimated allocation 
was about one hundred thousand less th~n in the previous 
tear; of this sum $4,895,00 w~s used. For the year 1974 
n~ funds were requested in the budget of the executive 
212 
branch of government. Either the funds were not needed 
due to the previeus suoeess in the teaching of the modern 
foreign lancuages, or they were not needed due to the eon-
tinuin~ failure of t~e profession to attr~ct and instruct 
students in the adeouate manipulation of a modern foreign 
212 
Catalog of Federal Edue~tion Assist~ce Progrrums,l97~, 
United States Department of HEW, Otriee of Education, 
(Washington.n.c.~ 1974)• ~· ll4. 
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language, and complete data suggest the latter. 
Unwilling to drop foreign l~nguages from the cur-
riculum tots.lly, educators surrendered partially to the 
permissiveness of the middle and late 1960's and allowed 
students to deterilline what w~s best for them. The elee-
tive system became so pervasive that foreign language 
programs fell victim alr.1ost immediately. The Sunday 
Times of May 6, 1973 reported that college enrollments 
had dropped by an unprecedented percentage in the -ro-
reign lenguages. Although -no eomptc~.rable .fig-ures were 
available ror the secondary schools, according to the 
reporter, the decline also appeared to be hitting the 
213 high schools as well. 
Enrollments in Latin h~ve plunged from a high of 
almost 50% at the turn of the century to less th~ 2% 
today. 214 The recent history of modern foreign language 
inst1~ction reflects the experiences of the past. Stu-
dents encounter now, as they did before, considerable 
difficulty in acquiring oral proficiency despite funds 
213Fred M. Hechinger, "The Accent is Grave", The Sunda' 
Times (New York: The New Yerk Times Cor.:.•.:;.ny, M~y 6, 19 3), 
The Week in Review Section, P• 11. 
214"Foreign Language Enrollmets in Public Secondary Schools", 
ADFL Bulletin (Ne~ York, December, 1972), P• 21. 
and efforts expended to develop progr~s £or language 
""', ".ste"r>V.21.5 u-- ... llments i th f · 1 ti ~,.o •J ~u ~ n e ore~gn ~ngu~ges eon nue 
to drop. The percentages of colleges requiring a modern 
language have dropped from ~ high of 90% in 191.5 to a 
1 ~A 216 evel of less thrun 2/~ today. 
Reconmtendatiens 
In light of the apparent inability er language 
instructors to le~rn from the past it is recommended 
th&t schoel systems ~nd the way and manner in whieh the 
schools are organized be thoroughly re-examined. This 
exarnin~tion must include a reoppraisal of materimls, 
methodology and nmounts of time appropriate to specific 
subject P.reas with particular reference t.e modern fo-
reign languages. The effect of flexible scheduling in 
terms of da:ys, weeks, rnd heurs per day as well as total 
exposure to langu~ge learning should be assessed. Con-
sideration shoulde be given to taeching the modern for-
eign lrtn(!Ur..ges ~-'S history, ~.s culture., as civilization. 
21.5 Annual Reports of the De§artments of HEW, for the 
years 1960-1974, over '?2,00 ,000 in 1960, tncreasing 
to over $14,ooo,ooo in 1966 and 1967, finally dropping 
to zero for the year 197L~. 
2l6James E. Alatis, et al., op. cit., P• 1. 
The examination should investigate whether the modern 
foreign langu~.ges ought to be taught at all during the 
school day; perhaps it should be· nn evening_adjunot. 
Finally, it should be determined whether the modern foreign 
languages should be taught at all. Merely to protect 
a professi0n is insufficient rationale for maintaining 
a subject in the curriculum. The classical profession 
discevered that :d;; best it could provide edue~tion to 9n 
elite few. such may be the case for the modernists. as 
well, especially in the present age of utility and re-
levance. 
1Nhethe:r- the modern foreign languages will remain 
in the curriculum is largely dependent upon societal 
pressures and the student characteristics mirrored in 
sueh pressures. \'Vb.ere :)ockets of ethnic population 
exist the lmowledge of a spee ifio language m:t:y be neces-
sary to obts.in empl0yment, to maintain empleyment, or to 
be promoted. The praetiee in American society has been 
to 91101'1 immigrant groups tg start their own churches, 
maintain their own religious and cultural affiliations, 
and speak their Qwn langu~ges. In these respects, America 
can be ~egarded as a plur~listic society. 
E~peeially reflective of the utility or modern 
language·study is the constancy Qr Spanish. Figures 
indicate that the number ef Spanish speaking peoples 
in the United States has risen to over lO,ooo.ooo. 
Because few of the Sp~nish immigrt~nts have adequate 
knowledge of English, as evidienced by the passage of 
legislation to include bilingual education in the pub-
lie sehools, those engaged in teaching. police and fire 
work, and other social service agencies must possess [l 
modicum of communic?tions skills in Spanish or any other 
language spoken in :m ethnic a.ren. Because Spanish 
spenkers are in the majority immigrant population es-
peei:;tlly in urban areas the situ~tion hns led to a slmving 
of the attrition rate in Spanish. In 1970 Spanish en-
rellments were apparently unaffected by the general 
217 
downward trend. Although there has been some erosien 
since then it has been minimal by cemparison with the 
218 
other modeprt la.nguaz_es. As a. matter of .fact, though 
~·7 ~.L Richard I. Brod."Foreign Language Enrollments in 
u.s. Colleges-Fall 1972",ADFL Bulletin Volume 5,(New 
York, ADFL Assoct~tion,September,l973), P• 54-. 
218
"1972 College Foreign La.Ylguage Survey", ADFL Bulletin 
Volume 4, (ADFL A.;;;.sociation, i;~arch, 1973) • p.J+• ' 
as yet unreported, it ~-ppears ths_t Spanish will at least 
-
level off if not rise in enrollments in response te 
pressures external to the schools. Societal pressures 
have dictated that utility and practicality bow to what-
ever difficulties may be inherent in the study of a 
foreign language. 
Other foreign languages have not been as fortunate 
as Sp~nish. In the pe.st .fifty years there has net been 
an influx of foreign nationals to comp&re with thst of 
219 
·the Spanish speaking population. As a result. other 
continue to experience defections. With the erosien 
of student enrollments in the other foreign languages 
one might well pnticipate r<. conflict between the Hispanists 
and other foreign linguists. Aa Ghe tax-payer refuses to 
support progrvms with dwindling student recistrations he 
may su~1port a clearly demonstrated practic:;~_l need. One 
might speculate, therefore, th:;"J.t the sort of conflict that 
arose between the modernists and the classicists of an 
earlier age might well ~rise today between Spanish langu9ge 
teachers on the one ho.nd Bnd teachers of other foreign 
219
united States Bureau of the Census 1 7 • StatisticE>.l 
Abstr~cts, 9 th editien Washington, D.C.,l973), p. lol. 
l~age studies. In support of this eontentien it 
may be pointed out that bet·ween 1960 and 1971 the United 
States Bureau of the Census figures showed that 22.9% 
of all naturalized citizens crone rrom Spanish speaking 
countries; ~ver 30~ were from English spe~king countries, 
e.g. c~nada, the United Kingdom, while 1~~ represented 
either non-English speaking backgrounds; an additienal 
20.2fo lYere listed as "all other". 220 In addition, 30% 
of aliens reporting under the Alien Address Program be-
221 
tween 1960 and 1972 -.vere fr0m Spanish speaking countries. 
It m~y be conjectured that programs to develop the poten-
tis.l o:f the innnigrants will be encouraged as they h8Ve 
been in the past. Since Spnnish speakers represent the 
majority it is &t.ppropriate thP.t Spanish speaking teaehers 
and other social service agents will be more in de:r.1end 
than other foreign language speakers. ccnrlict then may 
well develop in the struggle fQr funding and other support 
between the Hisnanists Pnd others. 




Even as ether modern foreign languages were ex-
periencing dramatic erosion of close to twenty per cent 
per year as in the case of beth French end German Spanish 
dropped only. 5.4% between 1970 and 1972 the last ye~r fGr 
whieh there are authorit~tive figures. 222 Dnta also sug-
e~st that at least one half the popula.tion identii'y them-
selves by ethnic group. Given the combinatien of the two 
sets of figures the notion of the melting pot must give 
way to one of a pluralistic society where cultural iden-
tity includes speaking the mother tongue. In this case 
Spanish can h;n .. dly be ignored. 
Sunnnar:r 
This study sought to furnish ~n historical perspec-
tive that would shed light upon the factors responsible for 
the current plight of foreign languages, classical as well 
as modern. In additon, the study sought to describe in 
some detail the various philosophical bases upon which the 
foreign langu~ges depended. In so doing it was necessary 
to relRte the significnnt currents that led to the in-
clusion :-lnd maintenance of foreign lnnguages in the pro-
222ADFL Bulletin, Ma.rch, 1973. Op. cit.,p. 4. 
gr~ ef studies. As a Pasult of a sound perceptiGn of 
the past one might hope to avoid errors in the future. 
It·was hypothesized that certain economic, social, 
and professional factors pr&teeted the position of the 
classical languages in the currieulum; it was further 
hypothesized that eertain ether social, economic, and 
professional factors forced the al3.ssical l:mguages to 
loosen their grip upon the educPtive process ~f .American 
second~ry schools and colleges. The researcher further 
conjectured that other social,,econQmic, and professional 
factors produced a utilit~rian society which in its turn 
aided in the inclusion of the modern foreign langua,es 
rumong other pructical subjects of the day into the pro-
gram of studies. 
In order to demonstrate the veracity of the assump-
tions the place of the classical languages in American 
education and their decline was traced from 1635 until 
World ·war I. Concurrently, the situation of modern for-
eign langufl.ges was described from the colonial era to the 
present. 
To pursue the investig~tion the researcher focused 
upon the periods of support for both the cla.ssical and 
149 
modern foreign languages, the periods of relative 
acceptsnee, and the periods when they were forced to 
struggle for su.rviv.al. Both the classica.l. and the modern 
tongues were compelled to respond to the ch:=mging intel-
lectual and pragmatic values a.nd ideas that were rife 
at particular times in society nnd were reflected in 
the schools. The ideas that impacted American education -
s econdpry P.nd higher - in directions different from the 
pe.st were examined to determine the forces at wo!'k. 
In the belief that the supportive rationale for 
nny ne•v field of study is most cogently delineated at 
its inception, the study attempted to present the enrl-
iest introduction of the modern foreign languages in the 
curriculum. 
After discussing the positi~n of the classical 
l~nguages and the gradual acceptance of the modern lan-
guages in America.n educ~tien, the study then proceeded to 
a consideration of the confrontetion between the propo-
nents of e~ch. As the study of the classical lan~~ages 
declined and the study of the modern languages incre~sed 
the conflict between the two was ex~ined. 
150 
The study also trAced the manner in crhieh Greek 
and Latin sought to maintf'.in themselves in the face of 
the incursien of the modern foreign languages, together 
with the contributiens and effects of individuals, in~ 
stitutions, orgrunizations, ~nd movenents. After the 
virtual disappearance of Greek as a viable entry in the 
schools the assaults up~n Latin were pursued, beginning 
with the end cf the nineteenth century and continuing 
up to approximately 1915. 
It is the sense of this investigator that-beyond 
an occasional urging the the modern languages pursue 
their own methodological strategies in order tG ~.void 
the pitfalls that accompanied the decline of the clas-
sical t~mgues little or nothing \vas done to improve 
their position. Much that was a~complished in the field 
of modern languages from the end of the nineteenth cen-
tury until the 1920's consisted of imit?.ting the clas-
sics; and disaffections began to occur in the modern 
l~_nguages. The explanat:tcns made were largely the· same 
that had been made in the clnssical instance; there was 
151 
insufficient tL~e in the progrillm of studies to teach 
properly; the teacher preparation was in~dequate to the 
task; the students were unwilling to devote the neces-
sary t~e at home to make the needed progress; the uti-
litarian aspects of education were stressed at the expense 
of language study. 
Not only were the complaints heard during the 
thirties and forties but they are still being heard 
today. The only respite from these concerns took place 
during the late 1950's and the 1960 1s when the government 
infused large stunes of money into research in an attempt 
to cre?te a nation of linguists. The attempt failed. 
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